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Abstract 
Entering the labor force is noted as one of the most significant role transitions of 
young adulthood.  Multiple studies find that a significant portion of the nation‘s young 
adult population has not been able to make this critical role transition successfully.  The 
purpose of this dissertation is to identify factors that help out-of-school youth make a 
successful transition to postsecondary education and employment.  The study analyzes 
data collected from a cohort of out-of-school youth who participated in employment and 
training programs operated in the state under the Workforce Investment Act (WIA) in 
Southside Virginia.  The primary research question is why are some out-of-school youth 
with barriers to education and employment able to succeed in the job market, while 
others who face similar barriers are unable to obtain occupational skills credentials 
and/or employment? 
The findings of this study suggest that out-of-school youth with barriers to 
education and employment are able to succeed in postsecondary education as well as the 
job market when they have access to social capital in the form of personal support and 
connections to individuals who the youth perceive to be willing to offer assistance in 
times of crisis.  The findings convey the idea that out-of-school youth who do manage to 
obtain education and employment success are those who have a higher propensity to seek 
out and utilize the resources available in the communities they live in.  Study findings 
also lead to the conclusion that out-of-school youth who make good use of resources 
available to them are able to do so as a result of enhanced levels of leadership skills and 
abilities.  
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CHAPTER ONE - INTRODUCTION 
Entering the labor force is one of the most significant role transitions of young 
adulthood (Caspi, 1998).  Employment is the means by which individuals come to take an 
active part in society, and it plays a pivotal role in helping young people negotiate the 
period between childhood and adulthood (Mitchell and Epling, 1975).  According to 
Erikson‘s life stage theory, the development of a ‗healthy personality‘ depends on 
successful completion of eight successive stages.  During the fourth stage, known as the 
industry stage, school-aged children develop their first sense of work.  This development 
is crucial to helping youth move from adolescence to adulthood and obtain an 
occupational identity (Erickson, 1959).  Young adults who successfully transition from 
school to employment are less likely than others to engage in crime or rely on public 
systems of support (US Government Accountability Office Report, 2008; Eldelman, 
2006; Sum, et al, 2003).  The benefits of labor force attachment for young adults are 
many, for the individual youth as well as for society and the nation as a whole. 
Research shows that a significant portion of the nation‘s young adult population 
has not been able to make this critical role transition successfully.  A recent study by the 
Annie E. Casey Foundation concluded that about 3.8 million young adults age 18-24 are 
not employed or in school.  This figure represents 15 percent of all young adults 
nationwide (Kids Count Data Book, 2004).  Also, a trend of decreasing employment rates 
among young adults has developed in the past few years.  Average employment rates for 
teens age 16-19 during 2004 and 2005 were only 36.4 percent and 36.5 percent 
respectively, setting a record for the lowest teen employment rates since 1949 (Center for 
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Labor Market Studies, 2005).  According to another recent study, the job market for the 
nation‘s teens was in a state of near free fall through the end of 2007 (Sum, Khatiwada, 
McLaughlin and Palma 2008). Teen employment rates peaked in calendar year 2000 and 
declined steadily and steeply over the following four years. After modest gains in 2006 
through the early fall of that year, teen employment rates again declined despite 
continuing growth in the number of payroll jobs. Given the continued weakness in the 
teen labor market during the first quarter of 2008, the Center for Labor Market Studies 
projected in the early spring that the summer teen employment rate (seasonally adjusted) 
would only equal 34.2 percent, making it the lowest summer employment rate over the 
past 60 years, 1948-2008 (Sum, Khatiwada, McLaughlin and Palma 2008). 
 
Statement of the Problem 
Policymakers, practitioners, and scholars have not yet reached a consensus 
regarding what programs and services are most effective for helping young adults 
transition from school to gainful employment, but there seems to be agreement among 
stakeholders that much more has to be done regarding the millions of young adults who 
face significant barriers to employment (Calabrese et al., 2007; McLanahan and 
Percheski, 2008).  The costs of detachment from school and work are substantial and in 
many cases can have long-term implications.  When out of school or work, youth miss 
out on obtaining the necessary experience that can lead to better employment 
opportunities in the future (Caspi, et al., 1998; Dyke and Wilson, 1999; Perreira et all., 
2006; Haynie et al., 2008).  Youth unemployment also appears to reduce the probability 
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of future employment, and youth whose work histories are characterized by spells of 
unemployment are more likely in later adulthood to secure lower wages (Caspi, et al, 
1998). 
In addition to negative effects on future earnings, disconnected young adults are 
more likely to participate in illegal activities, have limited or no access to health 
insurance, and live in poverty.  Moreover, studies have found that the young children of 
disconnected youth are also at risk of growing up poor, thus continuing the cycle of 
disconnection and poverty (Congressional Research Service – Disconnected Youth 
Report, April 2009). 
 
Purpose of the Study 
Despite the bleak forecast for this segment of the population, many young adults 
with significant barriers somehow manage to beat the odds and obtain credentials and 
employment that allow for self-sufficiency.  Multiple studies have been conducted 
regarding the problems of disconnected youth (see Appendix A – Summary of Major 
Studies on Disconnected Youth), but very little of that research has focused on the 
portion of the young adult population that finds a way to make it work, in spite of the 
barriers they face.  Perhaps there is something about this portion of the population that 
can inform policies directed at assisting similarly situated young adults to obtain success 
in the labor market. 
The purpose of this dissertation is to identify factors that help out-of-school youth 
make a successful transition to postsecondary education and employment.  The study 
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analyzes data collected from a cohort of out-of-school youth who participated in 
employment and training programs operated in the state under the Workforce Investment 
Act of 1998 (WIA), in Southside Virginia
1
.  The dissertation focus is on credentialing and 
employment outcomes for the target population, through the examination of multiple 
characteristics and outcomes of individual out-of-school youth participants. 
It is important to note that while the WIA youth program is the focus of this 
analysis, it is not the only such youth program available to young adults who find 
themselves disconnected from school and work.  Further, determining the success or 
failure of WIA youth programs is not the goal of this research; the study at hand should 
not be considered as advocacy for (or opposition to) WIA youth programs in particular, 
but rather an attempt to comprehensively consider a particular group of young adults with 
similar barriers, who received similar interventions, and achieved different outcomes. 
 
Research Questions 
The primary research question for this study is why are some out-of-school youth 
with barriers to education and employment able to succeed in the job market, while 
others who face similar barriers are unable to obtain occupational skills credentials 
and/or employment?  In order to examine this issue, the following sub-questions are 
covered: 
                                                 
1
 Includes Local Workforce Investment Area XV – Cities of Colonial Heights, Emporia, Hopewell and 
Petersburg and the counties of southern Chesterfield, Dinwiddie, Greensville, Prince George, Sussex and 
Surry 
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1. What are the contributing factors to success in credential obtainment for 
out-of-school youth? 
2. How do out-of-school youth locate and use resources in their local 
environment? 
3. What are the contributing factors to success in obtaining employment for 
out-of-school youth? 
4. What are the contributing factors to success in maintaining employment 
for out-of-school youth? 
Research Expectations 
The research at hand is an exploratory effort to clarify the research questions that 
can guide future efforts regarding Out-of-School Youth.  While there are some existing 
models for investigating education and employment issues for at-risk youth, these models 
generally tend to focus on the problems and barriers of the population, while the current 
research effort is to focus on what makes at-risk youth successful.  Given the exploratory 
nature of the research, a specific hypothesis is not appropriate.  However, there are some 
expectations that should be noted, based on existing literature as well as the researcher‘s 
programmatic experience in working with the Out-of-School Youth population.  It is 
anticipated that the portion of the study population who managed to obtain credentials 
and employment were able to do so because they have more access to social capital in 
their communities, and that significant differences in the availability of social capital will 
be evident between rural and urban communities.  It is also expected that youth who 
obtain and maintain employment are those who obtained a credential and have higher 
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education outcomes when compared to those study participants who did not obtain or 
maintain employment.  Finally, it is anticipated that members of the study population 
who have not obtained a credential and/or employment will be more difficult to recruit 
for the study when compared to those who obtained a credential and/or employment. 
Significance of Research 
The Workforce Investment Act of 1998 (WIA) was designed to consolidate and 
improve employment, training, and vocational rehabilitation programs in the United 
States.  The nation‘s system of employment and training services was formerly 
established under the Job Training Partnership Act (JTPA), and several earlier laws.  
WIA is the most significant reform of workforce development policies in the last four 
decades (Virginia Workforce Development Strategic Plan, 2007).  Under WIA, 
employment and training services were developed to address the problems of 
unemployment and worker shortage due to occupational skills gaps.  The law also 
focused particular attention to addressing the unique issues of out-of-school youth. 
WIA enacted a formula-funded youth program serving eligible youth who face 
barriers to employment.  Funds for youth services are allocated to state and local areas 
based on a specific formula distribution.  The current WIA formula distributes youth 
funds using three factors weighted equally: the number of unemployed individuals in 
areas of substantial unemployment; the number of excess unemployed individuals; and 
the number of disadvantaged youth (US Department of Labor – Employment and 
Training Administration, 2009).  Service strategies, developed by workforce service 
providers, prepare youth for employment and/or post-secondary education through 
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linkages between academic and occupational learning.  Local communities provide youth 
activities and services under the direction of local Workforce Investment Boards (WIBs). 
In Virginia WIA is administered by the Virginia Workforce Council at the state 
level and by fifteen WIBs for designated Local Workforce Investment Areas (LWIAs)
2
 at 
the municipal level.  The Virginia Workforce Council establishes the vision and goals for 
the statewide workforce investment system.  WIBs are a part of the statewide system, and 
are expected to carry out strategies and policies that build on state investments.  The WIB 
sets policy for the local workforce investment area and are the strategic leaders in 
addressing workforce development issues in their local areas, including all WIA youth 
programs.  Youth Councils, a subgroup of WIBs, coordinate WIA youth programs and 
other youth programs in the local area. 
WIA youth program funding serves two youth populations: 
In-School Youth (ISY) - An eligible youth who is enrolled in a secondary school 
program, and who is seeking a secondary school diploma. 
Out-of-School Youth (OSY) - (A) An eligible youth who is a school dropout; or 
(B) An eligible youth who has received a secondary school diploma or its 
equivalent but is basic skills deficient, unemployed, or underemployed. 
 
Within the two categories, two additional classifications of participants are used to track 
performance measures (discussed in further detail on page 15): younger youth (YY), ages 
14-18 and older youth (OY), ages 19-21.  Although funding for all WIA youth programs 
is based on the ISY and OSY categories, the majority of local, state and federal reports 
are based on the YY and OY classifications.  For the purpose of this dissertation, all 
tables and figures are presented using the YY and OY classifications. 
                                                 
2
 See Virginia WIA Regions map for illustration of LWIAs statewide.  Map effective July 1, 2000 thru June 
30, 2006; after 2006, several LWIAs were merged (LIWA XV was not one of the merged areas). 
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According to WIA law, ten elements must be made available under WIA youth 
programs: tutoring, study skills training, and instruction, leading to completion of 
secondary school, including dropout prevention strategies; alternative secondary school 
services; summer employment opportunities that are directly linked to academic and 
occupational learning; paid and unpaid work experiences, including internships and job 
shadowing; occupational skills training; leadership development opportunities, which 
may include community services and peer-centered activities encouraging responsibility 
and other positive social behaviors during non-school hours; supportive services; adult 
mentoring for the period of participation and a subsequent period, for a total of not less 
than 12 months; follow-up services for not less than 12 months after the completion of 
participation, as appropriate; and comprehensive guidance and counseling, which may 
include drug and alcohol abuse counseling and referral, as appropriate (U.S. Department 
of Labor Employment and Training Administration, 2009). 
The U.S. Department of Labor – Employment and Training Administration 
(DOLETA) field guidance indicates that the overall goal of WIA youth programs is to 
prepare youth to achieve long-term success in the labor market.  Specific objectives are to 
assist economically disadvantaged youth ages 14-21 to achieve educational attainment, 
develop occupational skills and obtain occupational credentials, and obtain employment.  
WIA youth program services must be delivered in a manner that maintains focus on, and 
is relevant to, career development, educational attainment and job placement.  Services 
must also be youth designed, incorporating youth popular culture to engage and educate 
youth participants.  WIA youth program components are described in Table 1.1. 
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Table 1.1 Youth Program Components 
Component Description 
1. Certification: Under the WIA legislation for federal funding, all youth must meet defined 
eligibility criteria.  Certification of eligibility for any WIA funded programs must 
be completed prior to enrollment.  Certification includes income determination, 
verification of family status, education level, and employment status.  
2. Orientation: All participants must receive information on the full services that are available 
through eligible providers, including contracted programs and One-Stop Partners 
local Workforce Centers. 
3. Assessment: Each participant shall be provided with an objective assessment of his/her 
academic, employment skills, and supportive service needs.  This includes a review 
of educational skill levels, occupational skills, prior work experience, 
employability, interests, aptitudes, supportive service needs. 
4. Individual 
Service 
Strategy (ISS): 
An individualized, written plan of long and short-term goals (that includes 
educational, employment related and personal support services needed) will be 
developed for each participant.  Programs should use objective assessment 
information to develop this plan.  The plan should be used to track services to be 
delivered and/or coordinated by the program and should be regularly reviewed and 
updated as changes occur. 
5. Supportive 
Services: 
Supportive services are those necessary to assist the youth to be successful in 
achieving their goals.  This may include transportation, childcare, work-related 
tools, clothing etc.  To the greatest extent possible, programs should address support 
service needs through leveraging of existing resources and private/public 
partnerships. 
6. One-Stop 
Partnership: 
One-Stop Career Centers provides workforce development services to adults.  WIA 
Youth Program contractors will be required to engage in partnerships to provide 
additional resources to youth.  Specifically, programs serving youth, ages 18 – 21 
years old should be actively participating with the One-Stop partners to ensure that 
these youth have access to the full range of services available through the WIA 
adult services which are available to individuals who are at least 18 years of age. 
7. Referral: Any eligible youth who is not enrolled in services at a contracted program must be 
given the referral information regarding the full array of applicable or appropriate 
services available through local programs including local Workforce Centers and its 
partners and providers.  In addition, youth should be given referrals for further 
assessment if determined appropriate. 
 
Crater Regional Workforce Investment Board – Youth Program RFP, May 2003. 
Table 1.1 lists seven components of the WIA youth program, along with a 
description of the components.  Each component must be provided to all youth 
participants; delivery of these components ensure that the youth participant is properly 
certified as eligible to receive services under WIA, and receives adequate orientation to 
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the specific WIA youth program in their locality.  The assessment component of the 
program is intended to provide for a review of each individual‘s employment skills and 
needs; the individual service strategy follows the assessment, and is intended to provide a 
plan to address the individual‘s employment needs. 
Local and state programs are required to meet several performance measures on 
an annual basis, for each population of WIA youth participants.  Performance measures 
are established by DOLETA and assess outcomes regarding credentials and employment 
for youth program participants.  Table 1.2 describes WIA youth program performance 
measures for younger youth and older youth participants. 
Table 1.2 Youth Program Performance Measures 
Measure Relevant Elements Rationale 
Younger Youth 
Skill Rate 
Summer Employment Opportunities; 
Tutoring & Study Skills Training 
Participants will set and attain basic 
and work readiness skill goals. 
Younger Youth 
Diploma or 
Equivalent Rate 
Tutoring & Study Skills Training; 
Alternative School services; Guidance 
& Counseling 
Participants who do not have a HS 
diploma or GED at program entry will 
obtain one, or return to school. 
Younger Youth 
Retention Rate 
Follow-Up; Supportive Services; 
Comprehensive Guidance & 
Counseling; Work Experience 
Participants exit to college, 
apprenticeships, employment, 
advanced training, or military. 
Older Youth 
Employment Rate 
Paid & Unpaid Work Experience; 
Leadership development opportunities 
Participants unemployed before 
program employed at program exit. 
Older Youth 
Credential Rate 
Occupational Skills Training; Work 
Keys Assessment; Follow-up Services 
Customers will obtain an occupational 
certification or degree. 
Older Youth 
Employment 
Retention Rate 
Follow-up Services; Paid & Unpaid 
Work Experience; Adult Mentoring 
Participants who obtain employment 
will remain employed for at least six 
months after exiting the program. 
Crater Regional Workforce Investment Board – Youth Program RFP, May 2003. 
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Table 1.3 Selected Characteristics of WIA Youth Program Participants 
 National Virginia 
Characteristic Older 
Youth 
Younger 
Youth 
Older 
Youth 
Younger 
Youth 
Total Participants 30,322 
(26.3%) 
84,761 
(73.7%) 
289 
(23.6%) 
937 (76.4%) 
Basic Literacy Skills Deficient 58.9% 56.7% 42.9% 57% 
Disability 8.6% 16.8% 7.8% 25.2% 
Female 60.2% 53.9% 68.8% 57.7% 
High School Dropout 38.4% 21.5% 29.7% 9.3% 
Homeless/Runaway Youth 4.3% 2.1% 5.2% 2% 
Offender 10.7% 6.7% 15.6% 8% 
Pregnant/Parenting 30% 7.6% 44.2% 12% 
Public Assistance Recipient 31.1% 26.9% 16.9% 18.9% 
Black 
Hispanic 
Native American 
White 
37.5% 
23.3% 
1.5% 
34.2% 
31.4% 
35.6% 
1.2% 
28.2% 
89.6% 
- 
- 
5.2% 
87.4% 
0.7% 
0.7% 
10.6% 
Unemployed 82.3% 92.5% 79.6% 95.3% 
Workforce Investment Act Standardized Record Data (WIASRD) Report – March 2010 
Table 1.3 presents selected characteristics of WIA youth program participants at 
the national and statewide level (see Appendices C – F for detailed reports of program 
participants).  A total of 84,761 younger youth and 30,322 older youth participated in 
WIA youth programs nationwide during Program Year 2008
3
 (DOLETA Summary 
Report, 2009).  Of the younger youth participants, the majority are ages 16 to 17, female 
and from a minority background.  More than 55 percent tested at or below the 8
th
 grade 
reading and/or math level and approximately 21 percent of the younger youth participants 
were high school dropouts.  The majority of the older youth population is also female and 
of a minority background; about 69 percent tested at or below the 8
th
 grade reading and/or 
math level.  Approximately 38 percent of the older youth participants were high school 
dropouts, and more than 80 percent were unemployed at program registration.  When 
                                                 
3
 Program Year 2008 includes July 1, 2008 – June 30, 2009 
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compared to the national average, Virginia WIA youth programs served a larger 
percentage of African American participants, disabled Younger Youth, and a larger 
percentage of pregnant or parenting Older Youth.  Also, the percentage of all WIA youth 
participants receiving public assistance in Virginia was lower than the national average. 
This study is important because stakeholders at the implementation stage require 
comprehensive information regarding WIA youth programs, and methods for providing 
meaningful services for out-of-school youth in particular.  The disconnected status of out-
of-school youth makes it difficult for WIA youth program providers to attract, recruit, 
retain, and successfully provide services to this population.  Some studies of WIA 
programs have found that many local youth program providers had difficulties recruiting 
and retaining sufficient numbers of eligible out-of-school youth to meet WIA program 
requirements (Kerka, 2004; Harris, 2009).  National figures provide evidence of low 
overall participation in WIA youth programs for out-of-school youth.  For example, in 
2007, only 108,418 youth exited WIA youth programs; of those who exited only 27,681 
(or about 25 percent) were high school dropouts.  Further, only 5 percent of the high 
school dropouts served by WIA youth programs continued on to postsecondary education 
or advanced training (Harris, 2009). 
The numbers above suggest that WIA programs and resources are not reaching 
those out-of-school youth in greatest need of services.  There are several reasons that 
could account for the low participation of out-of-school: these youth require much more 
expensive and comprehensive intervention; serving out-of-school youth has the tendency 
to impact negatively on the performance measures for youth program providers; and 
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outreach is much more difficult (Harris, 2009).  The research findings may be useful as 
practitioners continue to implement programs for out-of-school youth in Southside 
Virginia.  Information about how disconnected youth were able to make the successful 
transition to postsecondary education and employment can be used to better meet the 
employment needs of other young adults who have been disconnected from the 
traditional education and employment system. 
The remaining sections of this chapter provide an overview of the out-of-school 
youth population, a historical review of government work programs, as well as 
contemporary employment and training policy and programs.  The chapter concludes 
with a discussion of the role of government in the provision of youth services. 
 
Who Are Out-of-School Youth? 
Several terms have been presented to describe the estimated 3.8 million young 
adults who find themselves unattached to the labor market or education system. Ivry and 
Doolittle refer to this population as at-risk youth, and offer a comprehensive description 
of this diverse population of 16 to 24 year olds: 
At one end of the continuum are young people whose tenacity, resiliency, and 
perseverance have enabled them to succeed in school and the labor market. They are 
working in jobs with career mobility or are enrolled in postsecondary education. At 
the other end are youth living on the margins including young people who are 
incarcerated and disaffected ―street youth‖ who survive through illicit activities such 
as gangs, prostitution, and drug trafficking. In between are those who are working but 
are stuck in low-wage, dead-end jobs; those who are motivated enough to enroll in 
programs; those who are ―hanging out‖ and are not involved in deviant behavior but 
are suspicious of programs; and those suffering from depression, abuse, and other 
mental health problems (2003). 
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Others refer to the population as disadvantaged youth – those unemployed young people 
age 16-25, who lack postsecondary education or vocational credentials (Ward 1938, 
Burghardt 2001, and Miller, et al 2003).  In a 2008 report by the US Government 
Accountability Office, nine major studies that offer similar definitions of disconnected 
youth were analyzed; the consensus definition offered is 16-24 year olds who are not 
working or in school.  Finally, out-of-school youth are defined by the US Department of 
Labor as an individual between the ages of 14-21 who is a school dropout, or who has 
received a secondary school diploma or its equivalent but is basic skills deficient, 
unemployed, or underemployed (US GAO, 2008). 
In terms of demographics, this population is disproportionately represented by 
minorities, although the actual percentages by race and ethnicity vary depending on the 
dataset used in the research.  In 2007, the US Department of Education, National Center 
for Education Statistics found that 5.7 percent of Asian and Pacific Islander youth and 5.9 
percent of white youth ages 16 through 19 were out of school and not working; the same 
study found that 10.6 percent of Hispanic youth and 11.5 percent of African American 
youth in the same age group were out of school and not working.  An earlier study 
presented slightly higher percentages, but followed the same trend as the Department of 
Education study.  In their 2006 profile of disconnected youth, McCurdy, Keating and 
Nagavarapu found that 12.8 percent of white youth were not working or in school by the 
age of 20; the same study found that 16.4 percent of Hispanic youth and 21.9 percent of 
African American youth were not working or in school by the age of 20; however, the 
Page 23 of 172 
percentages represented by race and ethnicity changes slightly when gender is taken into 
consideration. 
Some research has been conducted regarding explanatory factors behind the 
unemployment gaps by race and ethnicity.  Wolpin contends that African American high 
school graduates have overall a substantially smaller payoff to work experience than 
white graduates do, and have a higher layoff rate when compared to whites (1992).  In a 
study regarding transitions into idleness among youth, Powers found that social context 
variables such as non-intact family status, urban residence, and influence of peers, friends 
and teachers have significantly different impacts on transition according to race and 
ethnicity. 
These results suggest that net of individual factors, the transitions into activity 
among African Americans appear to be governed more by socio-contextual 
criteria as oppose to socioeconomic factors.  The process for Hispanics may be 
determined by both socio-contextual and socioeconomic criteria, with perhaps 
more weight given to social context variables.  In contrast, the process for whites 
appears to be driven more by socioeconomic factors (Powers, 1994). 
 
In addition to being disproportionately represented by minorities, the out-of-
school youth population also tends to be represented by females in larger percentages 
than males.  When the McCurdy study noted above separated the percentage of 
unmarried youth by gender as well as race and ethnicity, they found that the percentage 
of white males and females who were neither working nor in school by the age of 20 was 
identical, but 16.4 percent of Hispanic females compared with 14.8 percent of Hispanic 
males in the same group, were not in school or working by age 20.  The variance between 
African American males and females was the largest for the study, with 21.9 percent of 
females compared to 11.9 percent of males who were not in school or working by age 20. 
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In most cases, researchers attribute the higher percentage of females to parenting 
responsibilities.  A significant amount of research has examined the effects of children on 
women's employment however, much of it focuses on adults and married couples. 
Identifying the direction of causality has been complex, but some studies using 
instrumental variables and other methods conclude in general that childbearing reduces 
women's employment (Angrist & Evans, 1998).  Angrist and Evans also found that the 
effects of childbearing are larger for less-educated women. The effects of children on 
men's employment tend to be negligible or positive (Light & Ureta, 1995). 
A 2004 study of youth employment rates by the Congressional Budget Office 
analyzed the out-of-school youth population by age as well as gender.  The study found 
that 9 percent of females compared with 8 percent of the males in the population ages 16 
through 19 were not working or in school.  When the status of young adults age 20 
through 24 was analyzed, the representation of females in the population was much 
higher than males, at 18 percent compared to 11 percent.  Again, this difference may be 
explained by the number of young adult females who disconnect from work or school in 
order to care for their own children. 
An exception to the trend of females being represented in larger percentages than 
males occurs when incarcerated youth are considered. Holzer‘s 1996 study regarding 
disadvantaged young men indicated that among the entire youth population ages 16 
through 24, a total of 17.1 percent of African American males were not working or in 
school; this percentage is more than four times than that of white males (4.2 percent) and 
significantly higher than that of Hispanic males (11.9 percent).  The percentage of 
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disconnected African American males was also higher that the percentage of all females 
in the study, when incarcerated youth were counted; of the youth population ages 16 
through 24, a total of 7.1 percent of white females, 9.9 percent of African American 
females, and 10.4 percent of Hispanic females were disconnected. 
Labor Market Outcomes and Personal Status of Out-of-School Youth 
For the purpose of this dissertation, the study population is referred to as non-
incarcerated/non-institutionalized out-of-school youth, because this classification is used 
by WIA youth programs.  However, each of the terms and classifications noted 
previously offer a useful tool for discourse about a particular population of young adults. 
Regardless of the terminology applied, young people who drop out of school or who are 
unable to successfully transition to the labor market face multiple obstacles as a result. 
The costs of detachment from school and work can be explained in terms of labor market 
outcomes and personal status of out-of-school youth. 
The vast majority of available information regarding labor market outcomes of 
out-of-school youth is less than encouraging.  Youth who lack a secondary school 
diploma or equivalent earn substantially less in their lifetimes than individuals who have 
a diploma or GED; this link between education and earnings has been addressed in a 
number of studies. In 2002, the National Center for Educational Statistics found that 
adults aged 25 and older who dropped out of high school were nearly twice as likely to be 
unemployed as high school graduates, and the median income of those who did not 
complete high school was $25,095 compared with $34,303 for men and $17,919 
compared with $24,970 for women (National Center for Educational Statistics 2002). 
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Another study found that out-of-school youth face diminished employment 
opportunities because employer demand has shifted to favor workers who have higher 
skills levels (Miller, Bos, Porter, Tseng, and Abe 2005).  Research also shows that 
unemployment is higher among out-of-school youth, and this population is the first to 
feel the impact of economic recession. Between 2000 and 2001 –– the first year into the 
previous economic downturn –– the employment ratio for 16 to 24 year-olds fell by 2.7 
percentage points, compared with a decrease of 0.6 percentage point for adults ages 25 
and over (Miller, et al 2005). 
Out-of-school youth must also contend with a very different labor market today, 
when compared with 20 or 30 years ago. In the past, the market offered a real possibility 
of well-paying jobs for high school dropouts; individuals could find work at self-
sufficient wages in areas such as the manufacturing sector.  However, these types of jobs 
have virtually disappeared in most parts of the country.  This trend, combined with rising 
demand by employers for more highly skilled workers, has severely limited out-of-school 
youth‘s employment and earnings prospects. In today‘s labor market, the payoff for post-
secondary education is higher than ever, but under-educated workers are earning (in real 
terms) less than they were in the 1970s; between 1979 and 2002, for example, median 
weekly earnings for men without a high school diploma fell by 27 percent, and earnings 
for those with a diploma but no college fell by 13 percent (Miller, et al 2005). 
The range of employment opportunities available to out-of-school youth with no 
secondary school credential is very limited, which explains in part why this population 
experiences higher than average unemployment rates.  Cameron and Heckman (2001) 
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suggest that young people who experience unemployment as young adults face an 
increased probability of future unemployment.  They also submit that youth whose work 
histories are characterized by spells of unemployment are more likely in later adulthood 
to secure lower wages (Cameron and Heckman, 2001). 
In addition to unpromising labor market outcomes, out-of-school youth face very 
discouraging personal statuses as a result of their disconnection from school and work. 
Unemployed youth have diminished mental health and psychological well-being (Warr, 
Jackson and Banks 1998).  Winefield and Tiggemann (1994) suggest that among youth in 
particular, there is a strong relationship between the duration of unemployment and 
psychological distress.  A report to Congress regarding the status of 16-24 year olds who 
are not working or in school finds that youth in this population are more likely to live 
apart from their parents, and are also more likely to be parents themselves (Congressional 
Research Service Report, 2009). 
Out-of-school youth are more likely to have poor health status in general, possibly 
because they have limited or no access to health insurance. The Congressional Research 
Service Report (2009) also finds the uninsured rates for youth overall are relatively high, 
and disconnected youth are about one third more likely than connected youth to be 
uninsured. Unemployed youth are not eligible for employer-sponsored health insurance, 
and out-of-school youth may not be eligible for coverage through their parents‘ health 
plans if they are beyond dependent coverage age and not enrolled in college. Not 
surprisingly, uninsured rates increase for out-of-school youth as they get older.  About 
one quarter (24.3 percent) of disconnected youth ages 16 through 18 are uninsured, 
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compared with approximately 41 percent of disconnected youth ages 22 through 24 
(Congressional Research Service Report, 2009). 
 
Factors Leading to Youth Disconnection 
With the characteristics and likely outcomes of out-of-school youth established, it 
is necessary to discuss how out-of-school youth come to be disconnected in the first 
place.  It makes sense to begin by examining the reasons for dropping out of school, as 
the lack of a high school diploma as well as poor reading skills has been shown to 
significantly increase the risk of unemployment.  Dropping out of school is less than an 
event, and more a culmination of a process of failure in school that begins early in a 
youth‘s life (Astone and McLanahan, 1991).  Several studies point to multiple early 
predictors of school dropout and subsequent unemployment for young adults (Astone and 
McLanahan, 1991; Caspi, Wright, Moffitt, and Silva, 1998; Terrion, 2006). 
Poverty is often cited in the literature as a factor for negative education and 
employment outcomes (Caspi, Wright, Moffitt, and Silva, 1998; Dyk and Wilson, 1999; 
Perreira, Harris, and Lee, 2006).  However, a significant portion of the literature also 
notes that poverty may be both a cause and consequence of youth disconnectedness.  In a 
study of vulnerable families and markers of academic success, Terrion (2006) found that 
growing up poor may contribute to the likelihood that a child will be disconnected in 
making the transition from adolescence to adulthood.  Other researchers submit that 
children in low-income families are more at-risk for a variety of negative outcomes, to 
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include low academic achievement, dropping out of school, abuse and neglect, future 
substance abuse, teen pregnancy, and delinquency (McLanahan and Percheski, 2008). 
The literature also suggests that poverty alone is only one part of the puzzle 
regarding predictors of poor education and employment outcomes.  The socioeconomic 
status (SES) of a youth‘s family is identified as another factor in later outcomes of youth 
(Dyk and Wilson, 1999).  A family's SES is based on family income, parental education 
level, parental occupation, and social status in the community (such as contacts within the 
community, group associations, and the community's perception of the family) according 
to Demarest, Reisner, Anderson, Humphrey, Farquhar, and Stein (1993). Dyk and Wilson 
(1999) suggest that parents‘ SES is the primary contributor to the educational and 
occupational advancement of youth.  Youth in families with low SES are also at higher 
risk of dropping out of school; Caspi (1998) finds that the effects of low SES remained 
significant even after controlling for the duration of education and educational attainment 
of youth. 
Caspi (1998) finds that the SES of a youth‘s family has a negative impact on 
education and employment outcomes when the youth has limited access to support from 
parents and community members.  The study indicates that youth in families with low 
SES are less likely to accumulate necessary human capital (discussed later in this 
chapter), which has a direct impact on the youth‘s future employment options.  Caspi 
(1998) also finds that SES affects labor market outcomes, not only due to the restriction 
on the accumulation of human capital, but also because family characteristics directly 
affect labor market behavior of youth.  Dyke and Wilson (1999) corroborated Caspi‘s 
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findings and note that children learn expectations from their family and these 
expectations prepare them for performance in school and work. 
A family‘s SES often determines the type of neighborhood and community where 
youth will spend the formative years.  The literature suggests that children learn 
expectations regarding education and employment from their family, but also from the 
community at large (Perreira, Harris and Lee, 2006).  They note that neighborhood 
conditions define opportunity structure and the normative climate for developing 
adolescents.  Youth see what is common in their community environments, perceive their 
future adults roles, and assume that certain behaviors are socially acceptable (Perreira, 
Harris and Lee, 2006).  In other words, when youth spend their developing years in 
poverty, with parents who may not have completed secondary school, and who are 
unemployed or sporadically employed, this status tends be what that youth will expect for 
themselves as an adult (Dyke and Wilson, 1999); continually observing the same 
characteristics among the majority of neighbors and community members will further 
instill low expectations and result in poor future education and employment outcomes for 
youth (Dyke and Wilson, 1999). 
As noted, a family‘s SES often determines the type of neighborhood and 
community where youth will spend the formative years; this includes the type of school 
systems that youth will have access to during their primary and secondary education 
careers.  Research studies point to findings that show a relationship between student 
dropout rates and primary and secondary school quality.  Some researchers find that 
elementary school quality has a significant association with student outcomes later in life, 
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to include leaving school prior to graduation (Burgess, Propper, and Gardiner, 2006).  
According to Burgess, the influence of school quality on later outcomes is even more 
significant than other factors associated with local area conditions. 
Other researchers have considered specific school quality factors such as 
curriculum, school size, and social relationships and structures within schools.  Lee and 
Burkam (2003) argue that considerations of reasons for school dropout should focus on 
schools, and not solely on the personal characteristics of individual students.  They find 
that high schools with larger sizes, higher student-teacher ratios, and less academically 
rigorous curriculums actually ‗push out‘ students prior to graduation.  This literature 
regarding school quality and the potential impact on student dropout is important for this 
study, particularly given the quality issues faced by several of the schools in the study 
area.  Chapter three contains a profile of the study area, including schools and education 
attainment for residents. 
In addition to poverty and low SES, some studies point specifically to single-
parent households as an early predictor of future disconnectedness for young adults. 
(McLanahan, 1985) posits that single motherhood decreases in aggregate 
intergenerational economic mobility by effecting children‘s material resources and the 
quality of the parenting they experience. (Astone et al., 1991) find that even among 
single-parent families who live above the poverty line, income insecurity is 
commonplace.  They also find that as much as 30 percent of the difference in the risk of 
dropping out of school for children from single-parent families can be explained by 
differences in residential mobility. 
Page 32 of 172 
The literature points to illness and specifically to disability as an explanatory 
factor for youth disconnectedness.  Illness or disability was reported as the major reason 
why approximately one-third of disconnected youth (34 percent or about 625,000) did not 
work in 2007, with most designated as having a severe disability (Congressional 
Research Service Report, 2009).  The unique training and employment needs of disabled 
youth were specifically targeted in the current federal work program, as well as the 
immediate predecessor (JTPA).  The next section of this chapter explores federal work 
programs in detail. 
 
Historical Review of Federal Work Programs 
The origins of federal work programs in the United States can be traced back to 
President Franklin D. Roosevelt‘s New Deal.  A multi-faceted response to the Great 
Depression, the New Deal launched the most dramatic peacetime expansion of the federal 
government in U.S. history (Fishback, et. al, 2005).  This effort included an 
unprecedented amount of new federal spending on a variety of programs in an attempt to 
revive economic activity that had been stagnated across the country.  The New Deal 
introduced social programs that are commonplace today, such as the Social Security Act 
(SSA) which was designed to combat widespread poverty among seniors, and the Federal 
Housing Administration (FHA) which was designed to stabilize the mortgage markets. 
With unemployment rates as high as 25 percent in 1933, employment programs 
were a cornerstone of the New Deal.  In order to get the masses of jobless citizens into 
some form of employment, Roosevelt introduced a number of programs that generally 
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provided public employment for people who were out of work.  These programs included 
the Civil Works Administration, the Public Works Administration, and the Works 
Progress Administration (WPA), which eventually became the largest New Deal agency.  
From 1936 to 1939 expenditures for the WPA totaled nearly $7 billion
4
.  Building the 
nation‘s highways and transportation infrastructure accounted for a great deal of WPA 
projects.  According to government reports, by the summer of 1938 over 280,000 miles 
of roads and streets had been paved or repaired and 29,000 bridges had been constructed 
by individuals employed under the WPA program. 
The creation of the WPA resulted in the establishment of another employment 
program, the National Youth Administration (NYA).  Although much smaller in scope, 
and often overlooked in historical accounts of the New Deal, the NYA was indeed an 
integral component of the New Deal and also offers relevant insight to the particular 
study at hand.  The NYA provided employment opportunities and occupational skills 
training based on financial need for unemployed, out-of-school youth between the ages of 
sixteen and twenty-five.  Programs for out-of-school youth initially started as 
community-based work training projects designed to help participants become members 
of their community both socially and economically.  After 1937 NYA‘s focus shifted to 
the use of resident centers where youth obtained job skills and took educational courses 
(Bower, 2003).  An additional change in the direction of NYA programs came about with 
the onset of World War II in 1939 when all training of youth was dedicated exclusively to 
defense-related occupations. 
                                                 
4
 Office of Government Reports, Statistical Section, Federal Loans and Expenditures, Vol. II, Washington, 
D.C., 1940 http://eh.net/encyclopedia/article/couch.works.progress.administration 
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Contemporary Federal Employment & Training Policy 
While the New Deal work programs came about during a time when public 
assistance for the needy was largely acceptable (although there were certainly a number 
of opponents to the New Deal programs), there was an eventual shift in the mood of the 
county toward a general disapproval of public assistance programs
5
.  This new shift is 
reflected in the policy intent of contemporary public assistance and employment 
programs, which often focused on personal responsibility and limits on assistance to 
individuals.  These new employment and training programs for the unemployed and 
economically disadvantaged provided a combination of remedial education, vocational 
training, on-the-job training, subsidized work experience, basic life-skills training, and 
job search assistance (Muhlhausen, 2005).  Examples of these programs include the 
Manpower Development and Training Act (MDTA) of 1962 followed by the 
Comprehensive Employment and Training Act (CETA) in 1973, and the Job Training 
Partnership Act (JTPA) in 1997.  The most recent reinvention of contemporary 
employment and training programs is the Workforce Investment Act (WIA) of 1998, 
which is the policy utilized in this study. 
The outcomes for these employment programs are often conflicting.  A study of 
JTPA concentrated on the performance of government agencies that administered the 
programs and found that JTPA bureaucrats whose performance is aggregated for 
                                                 
5
 ―In 1935, when the legislation was first enacted, the dominant view was that women should stay home for 
the benefit of their children; by the late 20th century (and probably due to the Women's Rights Movement 
of the 1970s), staying home with children was seen as a privilege and most mothers should have the 
obligation to work. Furthermore, in 1935, most of the single-mother beneficiaries of welfare were widows; 
by 1988, most of these women with children were either unmarried or divorced.‖  Welfare to Work: A 
Brief History of Work Expectations for Welfare Mothers. Susan W. Blank and Barbara B. Blum, Spring 
1997. 
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evaluation may manipulate performance outcomes to maximize awards.  The study also 
found that there was a lack of well-defined goals for the administration (Courty and 
Marschke, 1997).  Others have addressed questions regarding the political economy of 
programs, the distribution of program benefits, and the option values conferred on 
program participants (Heckman, Smith, and Clements, 1997). 
A review of the literature revealed that while the majority of work programs have 
been evaluated by economists and other social scientists, JTPA is the first to be evaluated 
using experimental methods (Orr et al, 1996).  Some problems that were experienced in 
this study included issues with estimating program effects for a particular category, 
inability to measure the effects of self-selection, and lack of representation of the entire 
disadvantaged population which inhibited modeling and predictability (Orr, et al, 1996).  
The issue of self-selection was corroborated by Heckman and Smith (1999) who also find 
that training programs can function as a form of job search for many participants. 
In terms of the most recent employment programs under WIA, a few studies have 
been conducted regarding the provision of services (Macro, Almandsmith, and Hague, 
2003), others on the implementation process (Social Policy Research Associates, 2004), 
and a few on the connection between community colleges (Kane and Rouse, 2000) and 
the GED credential (Tyler, Murnane, and Willett, 1999).  Studies have found that WIA 
required youth program contractors to provide additional data and serve youth more 
intensely and for a longer period of time, without necessarily providing more money, 
which has resulted in difficulty providing youth with individualized services (GAO, 2008 
and SPRA, 2004).  Other studies have found that youth ages 14 or 15 are substantially 
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less likely to be served under WIA when compared to the Job Training Partnership Act, 
and that school dropouts were more likely to be served under JTPA than WIA (Macro, 
Almandsmith, and Hague, 2003). 
Each version of the federal government‘s employment programs included some 
component that addressed the youth population, and the last decade has seen a sharp rise 
in concern about the skills of the U.S. labor force and the problematic transition from 
school to work (or youth to adulthood) that many youth populations face (Entwisle, 2000; 
LaLonde, 1995).  The evaluation of the effectiveness of government work programs for 
targeted youth populations has been conducted in a number of studies, often leading to 
less than encouraging findings. 
The City of Newark, New Jersey‘s youth unemployment case study considered 
the effectiveness of community activity by public, quasi-public, and private groups, 
specifically examining the extent to which local or local-state action can cope with youth 
unemployment (Palley, 1967).  A more recent study was conducted regarding the impact 
of the Center for Employment Training (CET) in San Jose, California, which revealed 
that employment gains for youth did not last for more than a few months, and that the 
CET model led to large increases in employment and earnings for females but had the 
opposite effect for males (Miller, et al, 2003).  This indicates a possibility for the 
exploration of the long-term impact of the program for both genders, and further 
investigation regarding the efficacy of the program for young men and young women. 
Other studies contend that the mixed results from studies of existing youth 
programs can be explained in large part by the under-enrollment of key subgroups of 
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young people, inconsistent participation among enrollees, and high rates of attrition (Ivry 
& Doolittle, 2003).  Researchers determined that many of the young people who could 
benefit most from youth program services do not enroll at all, and for those who do 
obtain services, a large proportion do not participate long enough to earn education 
credentials or make improvements in their work readiness skills, or even obtain the 
technical skills needed to compete effectively in the job market (Ivry & Doolittle, 2003).  
There is evidence that an in-depth analysis of a sample of out-of-school youth who did 
successfully transition to employment is needed; this information may be used to increase 
youth engagement and retention in youth employment programs, thereby increasing 
overall positive outcomes for youth in the long-term. 
 
Role of Government in Provision of Youth Services 
To provide further context, it is important to discuss how the study and potential 
findings relate to the bigger picture of government‘s overall role in the provision of youth 
services.  The introduction to this dissertation notes that stakeholders agree that a strategy 
is needed to reach the millions of out-of-school youth who face significant barriers to 
employment.  That suggestion is related to the underlying premise that there are certain 
things the government can and should be expected to provide for youth in general.  These 
expectations include the provision of services in the areas of health, safety, education and 
employment, among others. 
There are multiple federal agencies that play a role in providing funding and 
assistance to programs that serve youth.  The White House Task Force for Disadvantaged 
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Youth identified four federal agencies that play a primary role and contain some of the 
largest youth-serving grant programs in terms of funding: the Departments of Labor, 
Health and Human Service, Education, and Justice (see Appendix G for a list of grant 
programs).  In 2006, these programs received over $3.7 billion in funding; the DOL Job 
Corp program received nearly half of the total amount ($1.6 billion) and WIA Youth 
Programs accounted for nearly $1 billion in the same funding period. (GAO Report on 
Disconnected Youth, February 2008). 
The federal agencies that play a primary role for youth-serving grant programs 
distribute funds to state and locally operated programs in multiple ways.  Some of the 
programs provide funds to state government agencies that in turn provide funds to local 
government agencies and programs.  In other cases, grants are made directly to youth 
service programs that may serve a particular region, state, or locality.  The GAO report 
found that 85 percent of the youth programs they reviewed depend on some amount of 
federal funding, and 28 percent received their entire operating budgets from federal 
funding sources.  The federal agencies also provide technical assistance and guidance to 
state and local youth programs. 
This multi-layered approach to funding youth programs implies that the federal 
government is attempting to avoid paternalism in the provision of youth services.  
Evidence suggests that local programs are better able to employ an approach to providing 
youth services that includes individual choice and encourages personal responsibility for 
participants.  However, there is evidence that not enough work is being done at the 
federal level to leverage youth-servicing institutions and existing funding streams and 
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expand programs whose effectiveness has met high evaluation standards (Ivry and 
Doolittle, 2003).  In 2006, Congress enacted legislation to create the Federal Youth 
Development Council; this group was tasked to develop recommendations for improved 
coordination and assessment of all federal youth programs, but the council has not been 
funded as of the FY 2008 budget.  At this time, the Council is a small indicator of the 
move to develop a national youth policy, but much more work is necessary in this area. 
The chapter that follows presents a review of the literature concerning life stage 
theory, human and social capital theory.  A framework that illustrates how the literature 
links to the dissertation research question is also provided in Chapter 2.  The research 
methods, including a description of the sample population, measurement tools, data 
collection and analysis techniques, and limitations of the research method are presented 
in Chapter 3. 
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CHAPTER 2 - LITERATURE REVIEW 
 
This chapter is arranged into three sections: the first section presents Erikson‘s 
Life Stage Theory, and offers a summary of the theory as well as applications of the 
framework by other researchers.  Section two describes Human and Social Capital 
Theory, outlines various definitions, theoretical origins, and criticisms and limitations, 
and presents selected measurement methodologies.  Section three presents Factors That 
Influence Capital Development for Youth, and includes a discussion of youth 
development in terms of family structure, neighborhood conditions, and youth networks.  
A diagram of the integrated framework is also presented, to illustrate how the literature 
links to the dissertation research question.  The chapter concludes with a summary of the 
literature review.  This discussion helps to further develop justification for the study, by 
demonstrating how the work can address unanswered questions regarding role transition 
issues faced by out-of-school youth, and factors that can potentially result in successful 
transition for young adults. 
 
Erikson’s Life Stage Theory 
 
The introduction to this dissertation references Erikson‘s life stage theory.  While 
life stage theory is not the primary focus of this research, it does provide a useful context 
for considering human and social capital theory, and implications for youth development.  
In his book Identity and the Life Cycle (1959), Erikson considers the question, ―How does 
a healthy personality grow or, as it were, accrue from the successive stages of increasing 
capacity to master life‘s outer and inner dangers – with some vital enthusiasm to spare?‖ 
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Erikson contends that human growth happens in terms of internal and external conflicts 
that must be endured and overcome by individuals in eight successive stages, in order for 
a healthy personality to fully develop. 
Table 2.1 presents all eight cycles included in Erikson‘s theory, with 
corresponding definitive points, as well as the radius of significant relations for each 
cycle.  It is important to note that the development of a healthy personality depends on 
the individual‘s ability to develop the specific characteristics associated with each 
consecutive cycle.  For example to develop autonomy, a firmly developed and 
convincingly continued state of early trust is necessary.  According to Erikson (1959), 
after each stage the individual emerges with ―an increase of good judgment, and an 
increase in the capacity to do well‖.  Erikson‘s concept of ‗doing well‘ is defined by the 
individual, according to the standards of those significant them (Erikson, 1959). 
Table 2.1 Components of the Healthy Personality 
Growth Stages 
(Crisis) 
 
Definitive Points 
Radius of 
Significant 
Relations 
Life Stage* 
1. Trust (vs. 
Mistrust) 
 
One has learned to rely on the sameness 
and continuity of outer providers; basic 
faith in oneself and one‘s world; “I am 
what I am given” 
 
Maternal Person Newborn 
/Infancy 
2. Autonomy 
(vs. Shame-
Doubt) 
A sense of self-control; “I am what I will” 
 
Parental Persons Toddler 
3. Initiative (vs. 
Guilt) 
 
Development of a conscience; expanded 
imagination; self-activated; “I am what I 
can imagine I will be” 
 
 
Basic Family 
 
Preschool/ 
Early 
Childhood 
4. Industry (vs. 
Inferiority) 
A sense of being useful; a sense of being 
able to make things and make them well; 
“I am what I learn” 
 
Neighborhood; 
School 
School-aged 
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Growth Stages 
(Crisis) 
 
Definitive Points 
Radius of 
Significant 
Relations 
Life Stage* 
5. Identity (vs. 
Identity 
Diffusion) 
 
Ability to maintain inner sameness and 
continuity is matched by the sameness and 
continuity of one‘s meaning for others; 
development of a defined personality; “I 
am who I think I am”** 
 
Peer Groups; 
Models of 
Leadership 
Adolescence 
6. Intimacy (vs. 
Isolation) 
 
 
Ability to navigate intimate relationships, 
social relationships, and work-related 
situations; ability to love and to work; “I 
am a partner”** 
 
Partners in 
Friendship, Sex; 
Competition and 
Cooperation 
 
 
Early Adult 
7. Generativity 
(vs. Self-
absorption) 
 
 
Interest in establishing and guiding the 
next generation - can be applied to 
offspring or other forms of altruistic 
concern and creativity; parental 
responsibility; “I am who (what) I 
generate (create)”** 
 
Divided Labor 
and Shared 
Household 
 
Middle Adult 
Integrity (vs. 
Despair) 
 
 
Acceptance of one‘s own life cycle, and of 
the people who have become significant to 
it; understanding of meaning and purpose 
in life; appreciation of human dignity; ―I 
am whole”** 
 
Mankind; ―My 
Kind‖ 
 
Late Adult 
 
Chart derived from Erikson, Erik H. (1959; 1980), Identity and the Life Cycle.  New York: W.W. Norton & 
Company, 1980. 
*Guides are broad approximations and have overlaps; stages happen in this sequence, but not according to 
a fixed age timetable. 
**According to Erikson, ―one might say that personality at the first stage crystallizes around the conviction 
―I am what I am given,‖ and that of the second, ―I am what I will.‖  The third can be characterized by ―I am 
what I can imagine I will be,‖ and the fourth, ―I am what I learn.‖  Erikson does not present an ‗I am‘ 
statement for the last four stages – these are the researcher‘s interpretation of the stages. 
 
The fourth stage is of particular relevance to this dissertation, as it deals with the 
very initial stages of occupational identity development.  Erikson states that at this 
‗industry stage‘, youth begin to recognize society‘s expectations concerning work, and 
the individual starts to develop a sense of satisfaction by producing things or completing 
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a task well (Erikson, 1959).  Like each of the eight stages in the cycle of growth, there is 
a crisis to overcome during the industry stage.  Erikson warns that youth may develop a 
sense of inadequacy and inferiority at this stage for any number of reasons.
6
  He also 
notes that the industry cycle is a critical social stage, as it is an individual‘s first 
introduction to division of labor and equality of opportunity (Erikson, 1959).  Another 
caution is offered regarding potential retardation of personality growth that provides 
context for this discussion of at-risk youth: 
On the other hand, this is socially a most decisive stage: since industry involves 
doing things beside and with others, a first sense of division of labor and of 
equality of opportunity develops at this time.  When a child begins to feel that it is 
the color of his skin, the background of his parents, or the cost of his clothes 
rather than his wish and will to learn which will decide his social worth, lasting 
harm may ensue. 
 
The issue regarding actual or perceived factors that determine an individual‘s social 
worth, and the potential impact on education and employment outcomes for out-of-school 
youth is examined in detail by researchers Morse (1981), Wilson (1991), Winefield et al. 
(1991), Yowell et al. (1996), Raffo and Reeves (2000) and Gore et al. (2003), and are 
discussed in greater detail later in this chapter.  Erikson (1959) also raises the issue of 
individuals who, for some reason or another, do not manage to make a successful 
transition, alluding to youth who dropout of school in particular, and society‘s 
responsibility to take them into consideration: 
                                                 
6
 ―This may be caused by an insufficient solution of the preceding conflict: he may still rather be the baby 
at home than the big child in school; he still compares himself with his father; family life may not have 
prepared him for school life; school life may fail to sustain the promises of  earlier stages in that nothing he 
has learned to do well already seems to count one bit with the teacher; he may be potentially able to excel 
in ways which are dormant and which, if not evoked now, may develop late or never.‖ Erikson (1980; 
1959, pg. 91-92) 
Page 44 of 172 
It is always easy to say that they are born that way; that there must be less 
educated people as background for the superior ones; that the market needs and 
even fosters such people for its many simple and unskilled tasks.  But from the 
point of view of the healthy personality (which, as we proceed, must now include 
the aspect of playing a constructive role in a healthy society), we must consider 
those who have had just enough schooling to appreciate what more fortunate 
people are learning to do but who, for one reason or another, have lacked inner or 
outer support of their stick-to-itiveness. 
 
Childhood and adult development practitioners, as well as researchers in a wide 
range of disciplines use Erikson‘s life stage theory as a framework for conceptualizing 
the potential for growth within the family (Newman and Newman (1978); to further 
understand and improve the parenting process (Brooks, 1981); to provide context for 
professional development of early childhood educators (Gratz and Boulton, 1996); and to 
further explore and develop theory about the human life cycle (Baile, 1978; Gerstein and 
Papen-Daniel, 1981).  Researchers also find Erikson‘s fourth stage to have applicability 
in regard to early career awareness (Fadale, 1975), vocational behavior (Munley, 1975), 
career development and adult continuing education programs (Wyly 1987), youth 
employment issues (Mitchell et al., 2002) and school-to-work transition issues (Thomas 
and Feldman, 2007). 
Fadale (1975) notes Erikson‘s description of the industry stage in the 
development of career awareness in her study of the career awareness levels of 6
th
 grade 
students.  Fadale‘s research defined career awareness as the knowledge, social attitudes, 
personal experiences and aspirations of the study participants.  Fadale finds that the 
largest percentage of children of elementary school age express several attitudes about 
careers, including ‗the value of an occupation is the basis for prestige‘ and ‗interest is the 
basis of choice for future careers‘ (Fadale, 1975).  According to Fadale, the significant 
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correlation between role models and future aspirations suggests that students need to 
―know‖ a variety of workers.  Fadale‘s finding relates to several aspects of social capital 
theory, and is discussed in greater detail later in this chapter. 
Munley (1975) empirically explored the relationship between Erikson‘s first six 
development stages and the vocational-choice behavior and development of male 
undergraduate students.  Munley employed two instruments to assess Erikson‘s stages as 
variables: the Inventory of Psychosocial Development and Dignan‘s Ego Identity Scale; 
he also measured three vocational variables: vocational choice, problems in vocational 
choice, and vocational maturity (Munley, 1975).  The study findings indicate that 
participants who had made adjusted vocational choices and developed mature career 
attitudes had also been more successful in positively resolving the first six psychosocial 
stage crises outlined by Erikson, and that career maturity has a strong linear relationship 
with all the stage crises resolutions (Munley, 1975).  A primary implication of this study 
for vocational counselors is that counseling of individuals should involve more than 
simply providing vocational assessment and occupational information; it may need to 
extend into personal-emotional areas in an attempt to provide corrective emotional 
experiences (Munley, 1975) 
Closely related to Munley‘s conclusions, Wyly (1987) finds the concept of self-
esteem developed as a result of satisfactorily transitioning from Erikson‘s industry stage 
is pertinent in career development during postsecondary education for adults.  She also 
finds that one of the most important advances in the field of adult education is the focus 
on career development (Wyly, 1987).  Based on Erikson‘s concept progressive stages of 
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development, Wyly (1987) suggests that career development programs should focus on 
the personalized aspect of the individual to increase attitudes, morale, and productivity. 
The more recent work of Mitchell and Epling (2002) and Thomas and Daniel 
(2007) focus primarily on the application of Erikson‘s industry stage and role identity 
development to the out-of-school youth population.  In their investigation of the 
convergence of youth unemployment, mental health and substance abuse issues, Mitchell 
and Epling (2002) highlight that employment is the cornerstone of social inclusion and 
that unemployment may lead to social alienation, criminal or other antisocial activity, and 
a higher incidence of suicide among youth.  They argue that health and social service 
agencies should work in partnership with other volunteer organizations to address the 
overlapping issues of mental health, substance abuse, and unemployment among young 
adults, given the obvious linkages between the individual problems, and the overall link 
to the development of self-identity and self-esteem as outlined by Erikson and others 
(Mitchell and Epling, 2002).   
Thomas and Daniel (2007) apply Erikson‘s stage theory to the school-to-work 
transition.  They suggest that an individual‘s work role identity plays a part in 
understanding the ability of youth to transition from secondary school to work, and find 
that the ability of youth to identify with the work role is a decisive factor in determining a 
successful transition (Thomas and Daniel, 2007).  Their study also highlights the role of 
social networks on the school-to-work transition, noting that the formation of social 
networks influence the work role identity, as youth can develop an understanding of work 
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and formulate accurate expectations of their work role if their social networks include 
adults with relative applicable work roles (Thomas and Daniel, 2007). 
 
Human Capital and Social Capital Theory 
 
 The next two sections in this chapter discuss two distinct theories – Human 
Capital and Social Capital.  The primary facets of each theory are presented separately; 
however, the application of the individual theories to this dissertation is most appropriate 
when the combined elements of each are considered.  The overall premise for this study 
is that an integrated framework of human capital and social capital theory provides a 
stronger analytical tool for considering the factors that impact youth transitions. 
What is Human Capital? 
 
To provide structure for the large amount of literature available in regard to 
human capital theory, this discussion is divided into four parts, beginning with a review 
of the initial development of the concept.  A list of some principal motivations behind the 
concept‘s development is provided, as well as the theory‘s application in terms of race, 
gender, age and marital status.  The discussion also includes a presentation of proposed 
measurement techniques and concludes with a discussion of some criticisms and 
limitations of the theory. 
Prior to the development of human capital theory, discussions of capital focused 
primarily on physical capital, and related asset production.  Economic studies in 
particular tended to place emphasis on the role of non-human capital, and according to 
B.F. Kiker (1966) this was a one-sided view that led to errors in some cases.  For 
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example, focusing solely on non-human capital led to the use of simple capital-output 
ratios in planning for economic development of less-developed countries, in which it was 
assumed that there was a fixed relationship between the amount of physical capital 
invested and the increase in output that could be expected (Kiker, 1966).  In practice, the 
application of this thinking often resulted in unsatisfactory economic development 
outcomes. 
Despite the tendency of many economists to focus on non-human capital, there 
were a number of early researchers who employed the concept of human capital, such as 
Sir William Petty (1691), William Farr (1853), Theodor Wittstein (1867) and later Louis 
Dublin and Alfred Lotka (1930).  Petty is credited with one of the first efforts to calculate 
the monetary value of a human, noting that labor was the ―father of wealth‖ and should 
therefore be included in any estimate of a nation‘s wealth (Kiker, 1966).  However, 
according to Kiker (1966), the first truly scientific procedure for measuring human 
capital was employed by Farr, and his capitalized-earnings approach was followed by the 
majority of economists for evaluating human capital. 
Some of the first researchers to employ the term human capital in modern 
economic literature include Schultz (1961) and Becker (1962 and 1964).  Shultz (1961) 
concentrated his analysis on the relationship between education and earnings growth, and 
was an early proponent of classifying human capital as an investment rather than 
consumption.  According to Becker (1964), the fundamental premise of human capital is 
that a human agent of production is created by applying productive resources to ‗raw 
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labor‘; the result of this application is a ‗trained human agent‘ whose enhanced 
productive capacity is manifested in a stream of services that have enhanced value. 
Kiker (1966) provides a comprehensive list of purposes for the development of a 
theory based on human capital.  He suggests that the concept is useful to policy makers 
and private corporations for six reasons: 1) to demonstrate the power of a nation; 2) to 
determine the economic effects of education, health investment, and migration; 3) to 
propose tax schemes believed to be more equitable than existing ones; 4) to determine the 
cost of war; 5) to awaken the public need for life and health conservation and the 
significance of the economic life of an individual to his/her family and country; and, 6) to 
aid courts and compensation boards in making fair decisions in cases dealing with 
compensation for personal injury and death. 
A central facet of human capital theory that is evident throughout the literature is 
the characterization of human capital development as an investment; this investment 
requires one to spend an amount of resources (time, direct costs of education, and cost of 
foregone wages during the period of training) for a determined period of time, the return 
being realized over a long period of time.  Individuals who invest in their education can 
generally expect to receive higher returns in terms of wages and benefits over the course 
of their lifetime.  Goode (1959) also emphasizes that while the costs of human capital 
acquisition and maintenance of human capital involves an economic investment, and 
realization of the returns to that investment is a principal motivation, it is not the sole 
reason for human capital development.  Individuals may also choose to invest in 
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education for the sake of knowledge itself, as opposed to the expectation of future 
earnings. 
According to Becker (1962), human capital is accumulated through activities that 
impact future real income streams through embedding resources in individuals.  The 
types of investments that result in the accumulation of human capital can include 
secondary and post-secondary education, on-the-job training, and apprenticeships.  These 
activities, which are generally referred to as formal education or training, directly impact 
future earnings potential via employment (Lynch, 1991; Blundell, et al., 1999; Regan, et 
al., 2007).  The formal training aspect of human capital investment is described both in 
terms of general training and firm specific (on-the-job) training (Becker, 1964; Steffy and 
Maurer, 1988).  With general training, individuals can market increased human capital at 
any number of firms; whereas with on-the-job training, there is little incentive for 
employees to leave the firm (Becker, 1964; Steffy and Maurer, 1988). 
In terms of average earnings differentials, the rate of return on human capital 
investment is substantial.  Becker (1964) found the average rate of return in the form of 
wage increases to be more than 12 percent.  More recently, Anderson and Keys (2007) 
find that the value of future after-tax earnings plus fringe benefits to the average high 
school graduate is almost one million dollars; the amount nearly doubles for the average 
college graduate (net the cost of tuition and the loss of four years of earning while 
attending college).  This is a substantial difference of $927,000 in lifetime earnings 
between high school and college graduates (Anderson and Keys, 2007).  The researchers 
also find that in addition to increased earnings levels, higher education attainment 
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increases on average, the likelihood of being active in the labor market increases as 
human capital increases (Anderson and Keys, 2007). 
Human Capital and Demographics 
The theory suggests several things when applied to common demographics such 
as age, gender, race, and family status.  The long term nature of the return on investment 
for human capital development means that age has direct implications for possible wage 
earnings.  The period over which earnings can be recouped declines as age increases, so 
the value of currently forgone earnings decreases as age increases (Welch, 1975).  This 
means that higher education and/or advanced training becomes less attractive, at least as a 
monetary investment, the older an individual becomes.  Individuals generally expect to 
have less time to actually obtain the higher wages from employment that come as a result 
of increased human capital. 
The theory suggests variances in outcomes in terms of earnings patterns and 
overall work-life expectancy, based on race and gender.  Multiple studies have revealed a 
consistent pattern of earnings inequalities according to race and gender, with men earning 
higher wages than women, and whites earning higher wages than nonwhites (Dickens and 
Lang, 1985; Paula, et. al., 1988; Thomas, 1993 and 1995; Phillip, 1998; Grodsky and 
Pager, 2001; Kaufman, 2002, Tomaskovic-Devey, et. al., 2005, and Millimet, et. al., 
2010).  Tomaskovic-Devey, Thomas and Johnson (2005) find that the race earnings gap 
is greater at higher levels of education, and the white advantage and black and Hispanic 
disadvantage in early career earnings trajectories is severest for those with the highest 
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levels of education.  They also find that disparities among men in particular are lowest 
early in the career and tend to increase sharply thru the first 20 years of the career (2005). 
Worklife expectancy, or number of years that an individual can anticipate being 
employed over a life time, is another component of human capital theory in which 
outcomes vary based on specific demographics.  The US Bureau of Labor Statistics 
(BLS) has published worklife expectancy tables for men and women since 1950; 
beginning in 1977, the report includes the effects of race and educational attainment.  
BLS worklife tables consistently show that males have longer worklife expectancy than 
females and that whites have longer worklife expectancy than nonwhites.  Millimet, et. 
al. (2010) expands on the BLS worklife tables by controlling for differences according to 
race, gender, and education, as well as childbearing and marital status.  The researchers 
find that race has a much larger impact in terms of worklife expectancy for men, even 
when controlling for differences in parenting and marital status.  According to Millimet, 
et. al. (2010), white males have on average 4.4 years longer worklife expectancy when 
compared to black males.  They also contend that education has particular implications 
for female worklife expectancy, where higher education results in longer worklife 
expectancy.  The researchers find the education has significant differences for single non-
white women with a college education, increasing worklife expectancy for this group by 
15.3 years (Millimet et. al, 2010).  Finally, the association between childrearing and 
worklife expectancy is a 2.9 year reduction in worklife for women, but childrearing has 
the opposite effect on male worklife expectancy, with a 2 year increase (Millimet et. al., 
2010). 
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Human Capital Measurement 
In the absence of well-defined measures of human capital, researchers have had to 
appeal to proxy measures, such as years of schooling (Stroomberger, et al., 2002).  The 
rate of return to education is analyzed by micro-labor literature, which states the rate of 
return to education measures the extra earnings of a worker for an additional year of 
schooling and training, and macro-labor literature, which analyzes whether the level of 
education in a country (or countries) is related to increases in GDP rates (Fleischhauer 
(2007).  According to Mincer (1974), if the only costs of an additional year at school are 
foregone earnings and if the effected proportional income increase is constant over an 
individual‘s lifetime, the measurement of earnings is dependent on the years of schooling. 
Kroch and Sjoblom (1994) find evidence that supports Mincer‘s human capital 
measurement technique; the researchers‘ analysis of two separate panel data sources find 
that under a range of alternative specifications, years of schooling has consistent, positive 
effects on earnings, while rank measure does not.  This is critical, because it differentiates 
between the effect of innate ability and the effect of investment in education on future 
earnings (Kroch and Sjoblom, 1994).  Fleischhauer‘s (2007) comparison of major 
research regarding the estimate rate of return to education is presented in Table 2.2. 
Table 2.2 The Rate of Return to Education 
Study Estimate 
Becker (1964)  13% - 28% 
Mincer (1974)  11.5% 
Ashenfelter and Krueger (1994)  12% - 16% 
Psacharopoulos (1994)  5% - 15% 
Dearden (1998) 5.5% - 9.3% 
Ashenfelter, Harmon, and Oosterbeek (1999) 6% - 9.3% 
Arias and McMahon (2001)  11.7% - 13.3% 
Fleischhauer, K. (2007).  A Review of Human Capital Theory, University of St. Gallen, Economics Dept. 
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Criticisms and Limitations of Human Capital Theory 
Human capital theory is often criticized in terms of application.  Shaffer (1961) 
criticizes the application of human capital to individuals for three primary reasons: he 
contends that ‗investment in man is essentially different from investment in non-human 
capital‘, and it is not possible to separate consumption expenditures from investment in 
man; that ‗even if it were possible to separate consumption expenditures from investment 
in man it would still remain impossible to allocate a specific return to a specific 
investment in man‘; and, finally that if consumption expenditures could be separated and 
allocated, it is ‗ill-advised from the point of view of social and economic welfare, to use 
human capital theory as a basis for policy formation‘ (Shaffer, 1961).  
Bowles and Gintis (1975) outline similar misgivings about human capital theory.  
The researchers find the theory to be misleading as a framework for empirical research 
and as a guide to policy; they note two commonly recognized shortcomings of the theory 
as the issue that market imperfections such as monopolies and labor unions drive a wedge 
between marginal products and wages, and that skills are embodied in humans who have 
imperfect market information (Bowles and Gintis, 1975).  However, the primary 
argument proffered by their review is that, human capital theory formally excludes the 
relevance of class and class conflict (Bowles and Gintis, 1975).  The researchers further 
note that the ‗sociopolitical‘ dimensions of the firm are not taken into consideration by 
human capital theory (Bowles and Gintis, 1975).  Their critique of human capital theory 
also notes that the return on human capital investment cannot be numerically ascertained 
and summed (Bowles and Gintis, 1975). 
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More recent work concurs with Shaffer (1961) and Bowles and Gintis (1975).  
Stroomberger, et al. (2002) suggest that the primary limitation of human capital theory is 
that the value of an individual‘s human capital is dependent on the future benefits that the 
individual can realize through the use of that capital, but the future stream of benefits 
cannot be known with certainty (Stroomberger, et al., 2002).  The value of human capital 
investments can only be estimated with respect to the expected future stream of benefits, 
and therefore requires risk and uncertainty to be taken into account (Stroomberger, et al., 
2002). 
 
What is Social Capital? 
In The Forms of Capital (1986) Pierre Bourdieu defines social capital as the total 
of the actual or potential resources which are linked to possession of a durable network of 
more or less institutionalized relationships of mutual acquaintance and recognition 
(Bourdieu, 1986). According to Coleman, social capital is similar to other forms of 
capital in that it is productive; making possible the achievement of certain ends that in its 
absence would not be possible (1988).  Coleman outlined three forms of social capital 
(obligations and expectations, information channels, and social norms) and noted that a 
given form of social capital that is valuable in facilitating certain actions may be useless 
or even harmful to others (1988).  Coleman‘s description of obligations and expectations 
refer to the understanding among individuals who perform favors for each other on a 
rotating or alternate basis.  Coleman posits that this form of social capital depends 
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heavily upon the trustworthiness of the social structure, and uses a neighborhood 
association that contributes to a central fund as an illustration: 
These associations are groups of friends and neighbors who typically meet 
monthly each person contributing to a central fund that is then given to one of the 
members (through bidding or by lot) until, after a number of months each of the n 
persons has made n contributions and received one payout.  These associations 
serve as efficient institutions for amassing savings for small capital expenditures, 
an important aid to economic development.  But without a high degree of 
trustworthiness among the members of the group, the institution could not exist - 
for a person who receives a payout early in the sequence of meetings could 
abscond and leave the others with a loss.  For example, one could not imagine a 
rotating-credit association operating successfully in urban areas marked by a high 
degree of social disorganization – or, in other words, by a lack of social capital. 
(Coleman, 1988) 
 
The second form of social capital, information channels, places the emphasis on 
the importance of information. Coleman notes that information is important in that it 
provides a basis for action, and acquisition of information is costly.  However, 
individuals can avoid or at least lessen the cost of information acquisition by using 
information channels.  An example is an aspiring fashion designer who is able to obtain 
information regarding the fashion industry indirectly, via a friend or contact that is 
directly connected to the fashion industry. 
Coleman‘s third form of social capital is norms and effective sanctions.  Social 
norms provide a form of informal social control that eliminates the requirement for 
formal or institutionalized legal authority.  Although these social controls are unusually 
unwritten, they are commonly understood by the members of the society.  The controls 
determine the behaviors that are expected in a given social context, and define those 
actions that are valued or approved socially.  Some people argue that where social capital 
is high, there is little crime, and little need for formal policing; on the other hand, where 
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there is a low level of trust and few social norms, people will cooperate in joint action 
only under formal rules and regulations, which have to be negotiated, agreed to, litigated 
and enforced, sometimes by coercive means, leading to expensive legal transaction costs 
(Fukyama, 1995). 
Commonly cited sub-categories of social capital are strong and weak ties 
(Granovetter, 1973) or bridging, bonding, and linking (Putnam, 2000; Harper, 2001; and 
Christiaan et al., 2004).  Granovetter (1973) introduce the concept of weak ties as a way 
to analyze how interaction in small groups aggregates to form large-scale patterns.  The 
researcher notes that individuals‘ connections consist of strong ties – those persons with 
whom the individual interacts on a regular basis - which form a dense (limited) network, 
and weak ties – those persons with whom the individual interacts on a sporadic basis - 
which form a more extended network (Granovetter, 1973).  Granovetter (1973) argues 
that it is the weak ties, the extended network, that are the most important determinants of 
social and economic mobility; the researcher uses finding a new job through personal 
contacts as an illustration and finds that of respondents who located a new job through a 
contact, the contact was usually someone only marginally included in the current network 
of contacts (Granovetter, 1973).  Putnam (2000) refers to Granovetter‘s concept of strong 
ties as bonding and weak ties in social capital as bridging.  He gives examples of bonding 
social capital as fraternal organizations and church groups, whereas bridging social 
capital examples are civil rights groups and ecumenical religious organizations; Putnam 
suggests that bonding social capital is good for ―getting by‖ and bridging is crucial for 
―getting ahead‖ (Harper, 2001).  Granovetter (1973) also applies the concept of weak ties 
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to community level social capital, and argues that some communities organize for 
common goals easily and effectively whereas others seem unable to mobilize resources, 
even against dire threats, due to a lack of weak ties within the community. 
Although Putnam is widely credited with the rise in popularity of social capital 
theory due to his commercially successful book Bowling Alone (Harper, 2001), Putnam‘s 
initial research examined the newly created regional Italian governments (Putnam, 1999).  
During this investigation, Putnam expands upon Granovetter‘s theory regarding weak ties 
and community organization.  The researcher notes that some of the new Italian 
governments proved to be ‗dismal failures -- inefficient, lethargic, and corrupt, while 
others have been remarkably successful, creating innovative day care programs and job-
training centers, promoting investment and economic development, pioneering 
environmental standards and family clinics -- managing the public's business efficiently 
and satisfying their constituents‘ (Putnam, 1999). 
Putnam argues that the difference between the successful and unsuccessful Italian 
governments is social capital, and that the economically successful governments ‗become 
rich because they were civic; the social capital embodied in norms and networks of civic 
engagement seems to be a precondition for economic development, as well as for 
effective government‘ (Putnam, 1999).  He continued this argument in Bowling Alone, 
documenting the decline of American participation in politics, civic groups, religious 
organizations, trade unions and professional groups, as well as informal socializing 
(Harper, 2001).  According to Putnam, stakeholders should pay attention to the rate of 
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social participation of young people, as this is an indication of the tendency to participate 
in their communities as adults (Harper, 2001). 
Criticisms and Limitations Social Capital Theory 
As with the majority of theories, there are various criticisms and limitations 
associated with the concept of social capital.  Critiques of social capital as a theory 
include the argument that it lacks empirical specificity (Woolcock, 2001), it neglects 
considerations of power, it is gender blind and ethnocentric (Haynes, 2009), and that 
social capital is not an original concept, but rather a re-branding of a loose collection of 
themes related to trust and group participation from social psychology, sociology and 
economics (Haynes, 2009).  In addition, a primary limitation of social capital as a theory, 
similar to that of human capital theory, lies in the difficulty of measurement. 
Some of the difficulties regarding measurement of social capital arise because 
social capital is generally perceived as a community characteristic, and is usually 
measured by asking questions of individuals and aggregating their responses (Harper, 
2001).  The various methods used in measuring social capital include assessments of 
social trust (Ravenara and Fernando, 2009) and examination of membership in voluntary 
organizations (Putnam, 2000).  In terms of measurement tools, there are a number of 
established approaches used to collect data on social networks, such as the Arizona Social 
Support Interview Schedule, the Norbeck Social Support Questionnaire, and the Social 
Network Inventory. 
The World Bank has designed a tool—the Integrated Questionnaire for the 
Measurement of Social Capital (SC-IQ)—with a focus on assessing social capital in 
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developing countries (Grootaert, et al., 2004).  An illustration of the measurement 
approaches outlined by Lin (2001) is depicted in Table 2.3.  Corresponding sampling 
techniques suggested by Flap et al. (2000) and Lin (2001) and are illustrated in Table 2.4. 
Table 2.3 Social Capital Measurement Approaches 
Focus Measurements Indicators 
Embedded resources Network resources Range of resources, best 
resources, variety of 
resources, composition 
(average resources), contact 
resources 
Contact statuses Contacts‘ occupation, 
authority, sector 
Network locations Bridge to access Structural hole, structural 
constraint 
Strength of tie Network bridge, or 
intimacy, intensity, 
interaction & reciprocity 
Lin, N. (2001) Social Capital: A Theory of Social Structure and Action. 
 
Table 2.4 Social Capital Measurement Techniques 
Technique Advantages Disadvantages 
Saturation survey Complete mapping of network Limited to small networks 
Name generator Customized content areas 
Ego-centered network mapping 
Lack of sampling frame 
Biased toward strong ties 
Position generator Content-free 
Sampling of hierarchical positions 
Multiple ―resources‖ mapped 
Direct and indirect access 
Lack of specificity of 
relations 
Resource generator Combines the positive aspects of 
both the position generator 
(economic, internal validity) and the 
name generator (detailed resource 
information) 
Social resource valuation 
requires some theoretical 
guidance; no 
straightforward key or 
formula for assigning value 
Flap, H. et al. (2000). Measurement Instruments for Social Capital of Individuals; Lin, N. (2001) Social 
Capital: A Theory of Social Structure and Action. 
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Lin (2001) acknowledges the controversy regarding measurement of social 
capital, and states that it would be ill-advised to simply use any network measure as an 
indicator of social capital.  He suggests that two principle approaches to measuring social 
are (1) measuring embedded resources and (2), assessing network locations, building on 
Granovetter‘s concept of strong and weak ties (Lin, 2001).  Measurement of embedded 
resources focuses on the valued concepts such as wealth, power and status of others in an 
individual‘s network; Lin also uses job search as an example of the applicability of this 
measurement (Lin, 2001). 
Flap, et. al. (2000) provides a detailed review of three social capital measurement 
instruments (the name generator, the position generator, and the resource generator).  The 
researchers note that using a single measurement instrument is practical in statistical 
analyses, but with two main disadvantages: (1) they are not suitable for investigations of 
goal and context specificity because these by definition need multiple social capital 
measures, and (2) they leave a lot of the information collected by the instrument unused.  
Flap, et. al. (2000) suggest using a combination of at least two of the measurement 
techniques; they also offer an additional set of questions to be used as personality 
covariates to explain distributions of social capital measures constructed from the 
selected measurement tool. 
Summary 
To this point, this section has presented human and social capital as distinct 
theories, for the purposes of clearly defining each concept according to established 
literature.  However, as noted earlier, the premise of this dissertation is that a 
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combination of both theories provides a better tool for analyzing the youth transition 
issue.  This position is supported by recent research that investigates human capital from 
a sociology perspective.  Tomaskovic-Devey, Thomas and Johnson (2005) find that 
human capital acquisition is a social process; they suggest that human capital investment 
is often not a voluntary and almost never an individual choice. 
 
Factors that Influence Capitals Development for Youth 
As noted previously, the combined elements of human capital and social capital 
theories provide a sound basis for exploring employment outcomes of the out-of-school 
youth population.  Human capital theory has been used to explain why some young adults 
have difficulty both obtaining and maintaining employment. This theory suggests that a 
part of the youth unemployment issue is due to individual deficiencies.  It also explains 
that the possession of occupational skills will better enable individuals to obtain and 
maintain employment, and result in higher socioeconomic status.  Human capital theory 
further suggests that education or training raises the productivity of workers by imparting 
useful knowledge and skills, hence raising workers‘ future income by increasing their 
lifetime earnings (Becker, 1964). 
Lynch found that since substantial investment in human capital should occur in 
the early years of work, early joblessness is particularly costly for young men and women 
(1988).  Lynch contends that the experience of being jobless alters the attitudes of youth 
because they become more discouraged about their chances of finding work, and this has 
implications for their job search behavior (1988).  The difficulties that youth experience 
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in the transition from high school to work were explored by reviewing human capital 
theory (Rosenbaum, Kariya, Settersten, and Maier, 1990).  A main conclusion of this 
study found that even when youth find work, they are two to three times more likely to be 
unemployed within a year that adults (Rosenbaum, Kariya, Settersten, and Maier, 1990). 
Furstenberg and Hughes (1995) applied Coleman's concept of social capital to 
understand differences in development among youth at risk of lifelong disadvantage.  The 
results of that study suggested that social capital plays a role in helping youth negotiate 
their way out of disadvantage.  This study makes an effort to expand on Furstenberg and 
Hughes‘ research, by examining how different types of social capital might be related to 
success in credential and employment outcomes for out-of-school youth. 
Some researchers argue human capital theory or social capital theory alone are 
insufficient tools for analyzing economic outcomes for at-risk populations.  In their study 
of the economic well-being of low-income mothers, Simmons, Braun, Wright, and Miller 
suggest that a model of economic well-being that includes both human capital and social 
capital supports provides a better fit (2007). A few studies investigated youth 
employment issues through the lens of a human capital and social capital theory.  
Coleman analyzed the effect of social capital available to high school sophomores on 
dropping out of school before graduating.  He also found that the lack of social capital 
available to high school dropouts had significant effects on human capital accumulation, 
and as a result, career outcomes for young adults (Coleman, 1988). 
Human and social capital theory has also been used to explain school dropout and 
employment, at the individual level.  In their study regarding early failure in the labor 
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market, Caspi, Wright, Moffitt and Silva (1998) grouped individual-level predictors of 
unemployment among young adults by human and social capital.  This study concluded 
that in the human capital domain, lack of high school qualifications, poor reading skills, 
low IQ scores and limited parental resources significantly increased the risk of 
unemployment among young adults; in the social capital domain, growing up in a single-
parent family, family conflict, and lack of attachment to school also increased the risk of 
unemployment (Caspi, Wright, Moffitt and Silva, 1998). 
The development of human capital can be impacted by a variety of factors, such 
as family structure, mobility, neighborhood conditions, and learned expectations. Caspi, 
Wright, Moffitt and Silva suggest that the resources of an individual‘s family of origin 
play an important role in the creation of human capital (1998).  Mortimer et al. (1986) 
contend that parents who have succeeded in their own careers may transmit positive 
attitudes about employment to their children, and their children may develop high 
aspirations for themselves as a result.  In their study of high school completion by 
immigrant and native youth, Perreira, Harris and Lee (2006) assert that family structure 
and size are highly correlated with human capital variables and dropout rates.  They note 
that these aspects of family context affect a child‘s access to parental human capital and 
the investments in resources that promote education attainment (Perreira et al., 2006). 
Research suggests that family structure, and in particular a structure absent a 
father, can impede childhood development and reduce the likelihood of high school 
completion among adolescents (Krein and Beller, 1998; McLanahan and Sandefur 1994; 
Painter and Levin 2000).  A number of earlier studies indicate children who grow up in 
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single-parent families are less likely to complete high school or to attend college than 
children who grow up with both parents in the home (Amato, 1988; Coleman, 1988; 
Corcoran, Gordon, Laren and Solon, 1987; Mueller and Cooper, 1986; and McLanahan, 
1985).  Recently, researchers have begun to look beyond the obvious economic reasons 
for the poor education outcomes of children from single-parent families.  Some pose 
questions regarding how parent-child relationships are affected by single-parenthood and 
how this might affect the long-term well-being of children (Astone and McLanahan, 
1991). 
Astone and McLanahan (1991) provide a more comprehensive view of the 
relationship between family structure and education outcomes; they find that children 
who live with single parents or stepparents receive less parental encouragement and 
attention with respect to educational activities, when compared to children who live with 
both biological parents; they also found that changes in family structure are associated 
with declines in the quality of parental involvement for these families.  Astone and 
McLanahan‘s (1991) study also concluded that family structure and school-related 
parenting practices affect early disengagement from school, with children from single-
parent families and stepparent families being more likely to exhibit signs of early 
disengagement from school.  The findings from Astone and McLanahan‘s study suggest 
that social capital is impacted in single-parent families, which in turn negatively impacts 
the human capital accumulation for youth in those families. 
Coleman (1988) contends that social capital can be weakened in single-parent 
families or in families characterized by frequent changes in parental figures.  Others 
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support this notion of the impact of family structure on capital development, and further 
contend that in contrast to the negative effects of weak family structure, strong family 
structure can have very positive effects for youth, particularly during in times of need.  A 
family with strong social capital can provide direct support to the young adult in crisis, 
including emotional support, financial assistance, guidance and information (Sampson 
and Laub, 1993; Caspi, Wright, Moffitt and Silva, 1998).  Caspi also notes that 
interpersonal resources derived from strong family ties may aid youth in locating jobs, 
and should they fail, buffer them from the stress of unemployment (Caspi et al., 1998). 
In addition to family structure, mobility and disruption also have impacts on 
social and human capital.  In their study of the school dropout rates among children from 
single-parent families, Astone and McLanahan (1994) find that youth who live with only 
one of their parents during their sophomore year of high school are more likely to have 
moved and changed schools several times since fifth grade than youth who live with both 
biological parents.  The study also points out that these changes account for 18 percent of 
the educational disadvantage associated with living in a single-parent family, and 29 
percent of the disadvantage associated with living in a stepfamily was accounted for by 
residential mobility (Astone and McLanahan, 1994).  The researchers conclude that the 
disruption of social ties that accompanied constant changes in residence is a potentially 
important mechanism underlying the lower school achievement of youth (Astone and 
McLanahan, 1994). 
As noted during the discussion of labor market outcomes and personal status of 
out of school youth, neighborhood conditions have been found to be related to human 
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capital development.  A particular as aspect that is noted in the research deals with human 
and social capital development in the rural context. Dyk and Wilson (1999) contend that 
opportunities for human and social capital development are higher in urban and suburban 
communities when compared to rural communities.  They suggest that distinctive aspects 
of rural environments modify the development and accumulation of social and human 
capital because rural area residents tend to have lower incomes, higher levels of 
unemployment, and a greater number of people who live below the poverty level; these 
conditions tend to be pervasive, thus having a significant impact on the aspirations of 
youth (Dyke and Wilson, 1999). 
Culture is another important aspect discussed in the literature concerning the 
impact of one‘s residence on social and human capital.  William J. Wilson (1999) offers a 
comprehensive examination of the link between these concepts.  His fundamental 
argument is that in society, groups are stratified according to the material assets or 
resources they control, the benefits and privileges they receive from those resources, the 
cultural experiences they have accumulated from historical and existing economic and 
political arrangements, and the influence they yield because of those arrangements 
(Wilson, 1999).  Wilson contends that this argument links the structural and cultural 
aspects of poverty, which is in turn related to social dislocation; he points out that 
concentrated poverty and social dislocation particularly impact African Americans and 
Hispanics who reside in inner city ghetto areas: 
The significant of the higher-income black exodus, however, is not only that it 
was a factor in the growth of ghetto poverty, but also that the declining presence 
of working-and-middle-class blacks deprives ghetto neighborhoods of key 
resource, including structural resources such as a social buffer to minimize the 
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effects of growing joblessness and cultural resources such as conventional role 
models for neighborhood children.  The economic marginality of the ghetto poor 
is strengthened, therefore, by conditions in the neighborhoods in which they live.  
The issue is not simply that the ghetto poor have a marginal position in the labor 
market similar to that of other disadvantaged groups; it is also that their economic 
position is uniquely reinforced by their social milieu. (Wilson, 1999) 
 
An analysis of another aspect of culture is offered by Botrell (2009) in her work 
on resilience and social capital in youth networks.  She argues that youth, and 
disadvantaged youth in particular, are often associated with truancy, illicit activities and 
crime (Botrell, 2009).  Moreover, Botrell asserts that while theories of adolescence have 
recognized the important role of youth peer groups in providing a sense of belonging, 
socialization, contexts for identity work, and learning skills for life management, the peer 
groups of marginalized or disadvantaged youth are often associated with delinquency, 
antisocial behavior, and failure (Botrell, 1999).  This discourse leads to a dichotomy of 
pro-social and delinquent peer groups for youth, and leaves little room for recognition of 
positive impacts that peer networks can have for disadvantaged youth.  Botrell offers a 
framework that challenges the stereotypes of disadvantaged youth; the researcher 
presents the act of dealing with disadvantage as resilience, and suggests that the social 
capital of some youth networks may be instrumental to their resilience.  Botrell concludes 
that research focused on disadvantaged youth must take into account structural and 
institutionalized patters of oppression in order to gain a comprehensive understanding of 
this population; researchers must also leave room for recognizing diverse forms of 
positive adaptation and resist automatically constructing disadvantaged youth as falling 
short of the ―ideal youth‖. 
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Carter offers similar arguments regarding social capital and youth networks, in an 
article regarding dominant versus non-dominate cultural capital.  She asserts that 
dominant cultural capital refers to Bourdieu‘s concept of powerful, high status cultural 
attributes codes and signals in mainstream society; non-dominant cultural capital 
embodies a set of tastes or schemes of appreciation and understandings, accorded to a 
lower status group, that includes preferences for particular linguistic, musical, or 
interactional styles (2003).  Carter suggests that often scholars focus on the effects of 
dominant cultural capital but not on the influence of non-dominant cultural capital; she 
contends that both forms of capital coexist within the social and academic lives of poor 
ethnic minority students, and each form is conscientiously used by the youth and within 
youth networks to pursue different ends. 
Figure 1 illustrates how major themes from the literature review link to the 
dissertation research question of why are some out-of-school youth with barriers to 
education and employment able to succeed in the job market, while others who face 
similar barriers are unable to obtain occupational skills credentials and/or employment.  
The proposed model begins with Erikson‘s theory of healthy personality development, 
specifically the first five stages that occur during childhood to young adulthood.  The 
dotted line in between healthy personality development and social capital theory indicates 
that the various stages of development for youth can be impacted by information 
channels, obligations and expectations, and norms and effective sanctions in the youth‘s 
family, community and society.  The double arrows at each end of the dotted line suggest 
that social capital accumulation for youth depends in part, on their ability to successfully 
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transition from one state of healthy personality development to the next.  For example if 
the youth has developed the ability to maintain an understanding of themselves and that 
image is consistent with how they believe other‘s perceive them, then the youth will be 
able to establish and maintain relationships with family members (strong ties) as well as 
other members of the community (weak ties).  Social capital theory is enclosed by broken 
lines in the model to indicate the influence of a variety of external factors such as 
community environment, dominate and non-dominate culture, family socioeconomic 
status and family structure. 
The model also shows that elements of social capital directly and indirectly 
impact credential and employment outcomes for youth.  Literature concerning social 
capital and employment outcomes argues that weak ties – connections to a more extended 
social network – are the most important determinants of social and economic mobility 
(Granovetter, 1973).  The arrow from social capital theory to out-of-school occupational 
outcomes suggests that youth can find employment through individuals who they are 
loosely connected to.  The arrow from social capital to human capital suggests that the 
ability of youth to build their occupational skills through secondary education, early work 
experiences, and post-secondary education is influenced by expectations, norms and 
sanctions, and information channels. 
In the proposed model, elements of human capital also directly and indirectly 
impact employment outcomes for youth.  The arrow between human capital and out-of-
school youth occupational outcomes illustrates that success or failure in secondary and 
post-secondary education, and availability of early work experience opportunities, 
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apprenticeships and on-the-job training impact the employment, wages and job retention 
rates of out-of-school youth.  This illustrates findings in the literature which suggest that 
the measurement of earnings is dependent on the years of schooling (Mincer, 1974), that 
substantial investment in human capital should occur in the early years of work (Lynch, 
1988), and that early joblessness for youth results in chronic unemployment later in life 
(Rosenbaum, Kariya, Settersten, and Maier, 1990).  The arrow between human capital 
and out-of-school youth credential outcomes also denotes the indirect influence of 
education and training on the employment outcomes of youth, via the obtainment of 
specific occupational skills credentials such as diplomas, certificates and degrees.  The 
large blue circle surrounding the entire models indicates that credential and employment 
outcomes for youth are influenced by a number of structural factors previously noted in 
the literature review.  These factors include mobility, geography and neighborhood 
conditions, family composition (such as single-parent households), age, race and gender. 
In the model, credential outcomes and occupational outcomes for out-of-school 
youth are divided into the research categories of credential obtainer/credential seeker and 
job obtainer/job seeker to further demonstrate the goal of this dissertation research.  The 
objective of the study is to gain a better understanding of the contributing factors to 
success in credential and employment obtainment for out-of-school youth in Southside 
Virginia. 
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Summary of Literature Review 
 
Erikson‘s life stage theory provides a helpful starting point for this analysis of 
why some out-of-school youth are not able to successfully transition into the labor 
market; his theory highlights the notion that transitioning for youth begins long before 
they reach to actual point of being connected to (or disconnected from) the labor market.  
In terms of the theoretical framework for this study, the literature review suggests that a 
model of economic well-being that includes both social capital and human capital 
provides a good tool for examining the education and employment transition for the out-
of-school population.  The impact of social capital on the accumulation of human capital 
has been investigated by some researchers, but there is room for expanding upon the 
conclusions of these studies.  Some of the studies noted that over-attention to problems of 
out-of-school youth often result in a problem-driven approach in social policy research; 
this provides particular justification for this dissertation, which focuses on the factors that 
may result in successful education and employment outcomes for out-of-school youth.   
The literature review points to a general consensus regarding neighborhood 
conditions and corresponding levels of social capital and human capital development for 
youth.  Also, the discussion regarding rural and urban environments, as well as cultural 
factors that influence social and human capital development outlines a few important 
implications for the study at hand:  the perspective of out-of-school youth is critical to 
understanding how they use resources in their community, and how they deal with 
disadvantage; there must be an understanding of both the positive and negative 
association of peer groups; and there must be an acknowledgement of the structural and 
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institutionalized patterns of oppression that has impacts on this population at multiple 
stages of development. 
The items previously summarized provide justification for this dissertation.  The 
research seeks to address a number of unanswered questions regarding role transition 
issues faced by out-of-school youth.  Further, the study seeks to highlight some of the 
major factors that can result in a successful transition to post-secondary education and the 
job market for youth who face significant barriers to education and employment.  Chapter 
3 outlines the research methods employed that integrate the existing consensus regarding 
human and social capital theory, as well as applicable approaches for understanding the 
out-of-school youth population. 
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CHAPTER 3 - RESEARCH METHODOLOGY 
 
Introduction 
As noted previously, the goal of this study is to identify factors that help out-of-
school youth make a successful transition to postsecondary education and employment.  
The question regarding how some youth with barriers to education and employment are 
able to succeed in the job market while others who face similar barriers are not able to 
obtain similar outcomes are considered by investigating how out-of-school youth locate 
and use resources in their communities.  This chapter provides a detailed description of 
the study area, study population and recruitment techniques.  An explanation of the study 
methodology, a description of and justification for the selected research design, and 
outline of data collection methods and analysis techniques are also provided.  The chapter 
closes with a discussion of the reliability and validity threats, as well as study limitations. 
 
Study Area 
Southside Virginia (referred to as Local Workforce Investment Area XV – LWIA 
XV) was selected as the study area for this dissertation because the region is inclusive of 
urban, suburban and rural localities.  This mixture of localities provides for rich 
contextual data in terms of the various barriers and opportunities that youth have to 
contend with, based on their geographic location.  Also, the region has been undergoing a 
significant shift in economy over the past five years, due to the exodus of major 
employers in the textile industry, and the influx of high-tech companies and industries.  
Finally, the region is home to a major US military installation, which has experienced 
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exponential growth in the past three years.  These changes impact the environment that 
out-of-school youth must navigate in their transition to adulthood. 
Figure 2 illustrates the study area, which begins about 25 miles south of 
Richmond and continues down Interstate 95 to the North Carolina border.  The Counties 
of Dinwiddie, Prince George, Surry and Sussex and the Cities of Colonial Heights, 
Emporia, Hopewell and Petersburg make up the study area.  The map also includes 
Chesterfield County; however, for the purposes of this study, only the southern portion of 
the County (towns of Ettrick and Matoaca) are included. 
 
 
Figure 2 – Southside Virginia – 
Cities and Counties 
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A detailed profile report of the study area was compiled by the Virginia 
Employment Commission (VEC) - Economic Information Service Division for Labor 
Market Information and was last updated in March 2010.  The summary below was 
derived from the full VEC report, and offers insight into the study area‘s demographics 
and economic indicators. 
The total population of the study area is 167,129; the area‘s total population 
increased in the last three years, but not as much as Virginia‘s total population.  This 
same trend is expected to continue through 2011.  It is important to note that the increase 
in total population is mainly attributable to the population growth in southern 
Chesterfield County.  Overall, the area‘s total population is increasing (though at a slower 
rate than Virginia‘s population), except for Petersburg and Sussex which are expected to 
experience declines in population. 
The study area has a slightly higher percentage of females, which is similar to 
Virginia‘s percentage.  Males represent relatively high percentages of the population in 
Sussex (57.4%) and Prince George (53.5%); however, the high percentage of males in 
Sussex County is attributed to the state prison located in the county while the high 
percentage of males in Prince George is related to the presence of Fort Lee, a military 
base, located in the county. Females represent relatively high percentages of the 
population in Petersburg (53.9%), Hopewell (53.1%), and Colonial Heights (52.7%). 
The study area has a significantly higher percentage of Black residents (36.2%) 
than Virginia (19.6%) but it does not have a high concentration of Hispanics or Asians 
documented as residing in the area.  The study area currently has a slightly higher 
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percentage than Virginia of the 0-17 age group.  In regard to family structure, the area‘s 
percentage of single parents is significantly higher than the State (34.3% compared to 
26.8%).  The City of Petersburg has the highest percentage of single parent households 
(63.0%) followed by Hopewell (52.3%) where half or more of all households with 
children are headed by a single adult. Another notable concern is the area‘s high 
percentage of households without vehicles which can create a barrier to obtaining and/or 
retaining employment. 
There is a large disparity of incomes for the localities within the study area; the 
counties of Chesterfield and Prince George have considerably higher incomes than the 
other cities and counties.  Almost 22 percent of Petersburg‘s residents live at or below 
100 percent of the Federal Poverty Level (FPL); Hopewell almost 17 percent, and Sussex 
at about 15 percent.  Also, the percent change of those in poverty has increased for adults 
and children in all localities, with particular increases in the number of children living in 
poverty.  Surprisingly, the area‘s food stamp program participation is below the state‘s 
participation and the percentage of students receiving free or reduced price lunches is 
lower than Virginia‘s percentage in 2007 even though the child poverty rate is almost 
double that of the state rate. 
Not surprisingly, the study area‘s unemployment rates are consistently higher than 
the state average, particularly when specific populations are considered.  For example, in 
2005, the unemployment rate for the state was 3.5 percent, while the rate in the study area 
was 5.1 percent; in 2008, the rate was 4 percent for the state and 5.5 percent for the study 
area; and in July of 2009, due in large part to the overall recession, the unemployment 
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rate for the state was 7.3 percent, while the rate in the study area was 10.2 percent.  Rates 
in the City of Petersburg were even further from the state averages, at 7.3 percent, 7.5 
percent and 14.4 percent for the comparable periods.  In terms of youth unemployment, 
the study area‘s average for unemployed individuals under 22 is slightly higher than the 
state average.  However, the disparity is more prominent for individuals between 22 and 
24 years: approximately 5 percent for the state compared to about 8 percent for the study 
area. 
The largest employer in the area is the US Department of Defense, followed by 
Wal-Mart, Southside Regional Medical Center, Southside Virginia Training Center, and 
the County of Prince George
7
.  It is notable that three of the five major employers are 
federal, state, or local government entities.  The largest employment by industry is 
government, followed by Healthcare and Social Assistance and Retail Trade.  The 
industry with the largest number of new hires in the past year is Accommodation and 
Food Services; this industry also has the highest turnover rate in the study area. 
A final important note should be made about the education level for the study 
area.  There is one major state university, one two-year college, two community colleges, 
and several private training vendors located in the study area.  However, the percentage 
of individuals age 25 and over who only have a high school diploma or GED is much 
higher for the study area (approximately 33%) when compared to the state 
(approximately 21%) and the nation (approximately 27%).  Also while the state of 
                                                 
7
 Virginia State University is not included in the list of largest employers for LWIA XV due to the 
University‘s location of record (Chesterfield County); this employer is the 11th largest employer in 
Chesterfield County (Virginia Employment Commission Economic Profile – December 2009). 
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Study Area 
Virginia has significantly higher than average percentages of individuals with an 
undergraduate or graduate degree, the study area lags far behind in this category. 
In the study area of LWIA XV, youth programs are administered by the Crater 
Regional Workforce Investment Board, and delivered via four competitively selected 
contractors
8
.  The Petersburg Office on Youth, a local government agency, provides WIA 
services for in-school and out-of-school youth in the Cities of Colonial Heights and 
Petersburg; Pathways, Inc., a community development corporation, also provides WIA 
services for out-of-school youth in Petersburg. 
Dinwiddie County High School provides WIA services for in-school and out-of-
school youth residents of Dinwiddie County, and The Improvement Association, a local 
community action organization, provides WIA services for in-school and out-of-school 
youth in the remaining localities for LWIA XV.  It is important to note that quality varies 
across the youth program contractors for LWIA XV.  Issues such as urban versus rural 
locations can have an impact on the level of services available by contractors for each of 
the 10 mandated youth program elements. 
                                                 
8
 See Appendix B for a list of all WIA Youth Program contractors statewide. 
Figure 3 – Local Workforce 
Investment Area Map – VA 
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The characteristics of WIA youth program participants at the national and 
statewide (Virginia) level were outlined in Chapter 1.  Table 3.1 provides a summary of 
select characteristics of WIA older and younger youth participants, specifically for the 
study area of LWIA XV.  The quantitative data was obtained from the Workforce 
Investment Act State Reporting Data (WIASRD) system of record for the state of 
Virginia. 
In comparison to national figures, LWIA XV serves a slightly higher percentage 
of older youth, a higher percentage of high school dropouts, and both older and younger 
youth in the study area have higher than average rates of basic skills deficiency.  The 
percentage of Black participants served is similar to the state average, which is 
significantly higher than the national average; this is likely due to the low percentage of 
Hispanic participants in Virginia and the study area.  The data also reveals a higher 
percentage of youth participants in LWIA XV are unemployed when compared to the 
statewide data; this mirrors the overall unemployment rates in the region, which tend to 
be much higher on average when compared to the rest of the state (Virginia Employment 
Commission Unemployment Data, 2009). 
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Table 3.1 Selected Characteristics of WIA Youth Program Participants 
 LWIA XV 
Characteristic Older Youth  
(ages 19-21) 
Younger Youth  
(ages 14-18) 
Total Participants 64 (29.1%) 156 (70.9%) 
Basic Literacy Skills Deficient 81.3% 77.6% 
Disability 14.1% 20.5% 
Female 57.8% 59.6% 
High School Dropout 43.8% 9.6% 
Homeless/Runaway Youth 12.5% 2.6% 
Offender 12.5% 3.8% 
Pregnant/Parenting 28.1% 7.1% 
Public Assistance Recipient 43.8% 43.6% 
Black 
Hispanic 
Native American 
White 
90.6% 
3.1% 
- 
10.9% 
89.1% 
2.6% 
- 
9.6% 
Unemployed 92.2% 98.7% 
Workforce Investment Act Standardized Record Data (WIASRD) Report – March 2010 
 
Sample Population and Recruitment 
 
The sample population for this study is a cohort of out-of-school youth who 
participated in Virginia‘s WIA youth programs between July 1, 2008 and June 30, 2009 
(Program Year 2008).  These youth were age 18-21 during the time of program 
participation.  At program enrollment, the participants who are included in the study were 
either high school dropouts or had a diploma or GED but no employment.  The study 
participants were also members of families living at or below the poverty level, according 
to poverty guidelines established by the U.S. Department of Health and Human Services. 
The sampling strategy for this research design is non-probability purposive 
sampling.  A population of 71 individuals were selected for the research study; this figure 
represents the total number of out-of-school youth served by workforce investment act 
Page 83 of 172 
programs in the study area during Program Year 2008.  Due to the small population size, 
all individuals in the sampling frame were sent an invitation to participate in the study.  
Recruitment was conducted primarily via mailed letters and follow-up phone calls.  Also, 
the researcher conducted on-site recruitment at the youth program contractors‘ sites.  
Appendix J outlines the study recruitment letter, which is written in language that is 
accessible to the target population. 
Table 3.2 – Select Characteristics of Original Study Participants 
Characteristic Out-of-School Youth 
Females 43 (60%) 
Offender 7 (9.9%) 
Pregnant/Parenting 15 (21%) 
Homeless 7 (9.9%) 
Black 65 (91.5%) 
Hispanic 2 (2.8%) 
White 6 (8.5%) 
Workforce Investment Act Standardized Record Data (WIASRD) Report – March 2010 
 
The individuals in the study population represent the full range of WIA youth 
program participants; the individuals in this exit cohort are from various localities in 
South Central Virginia, representing rural, urban, and sub-urban geographies.  Additional 
selected characteristics for all individuals in the sample population are noted in Table 3.2.  
The sample population has a slightly higher percentage of female participants, compared 
to statewide and national figures.  The percentage of homeless youth is also higher for the 
sample population.  In terms of race, the percentages for the sample population are 
similar to statewide figures.  The percentage of youth who have dependents is slightly 
lower in the sample population compared to statewide and national percentages. 
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The small size of the study population proved to be a valid concern for the 
research.  During the data collection process, it was determined that the response rate for 
surveys and focus groups was much lower than anticipated.  The low response rate can be 
attributed primarily to the issue of relocation of youth participants since the time they 
actually received WIA services.  Of the 71 members of the population, a total of 25 
mailed recruitment letters were returned with no forwarding address and /or phone 
numbers were disconnected or no longer in service.  Of the remaining 46 participants 
with current addresses and/or phone numbers available for contact, 22 indicated an 
interest in participating in the study, and 13 actually completed the study. 
Given this small response, an additional WIA sample population was included in 
the study; a total of 25 Out-of-School youth from the same service area, who were 
enrolled in the WIA youth program during the 2009 program year; of these 25 youth, 14 
were exiting the program, and could be included with Group A (job/credential seekers) or 
Group B (job/credential obtainers).  The table below summarizes the characteristics of 
the additional 14 study participants. 
Table 3.3 – Select Characteristics of Additional Study Participants 
Characteristic Out-of-School Youth 
Females 10 (71%) 
Offender 2 (14%) 
Pregnant/Parenting 5 (35%) 
Homeless 1 (7%) 
Black 14 (100%) 
Hispanic (0) 
White (0) 
Workforce Investment Act Program Records – February 2011 
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The additional members of the study population are representative of the range of 
WIA youth program participants, with some exception.  In terms of residence, the 
individuals are from various localities in South Central Virginia, representing rural, 
urban, and sub-urban geographies.  The group has a slightly higher percentage of female 
participants, when compared to the original population, as well as statewide and national 
figures.  When the additional 14 participants are taken into consideration, the total 
number of participants in the qualitative portion of the study is 27 out of a total 
population of 85. 
 
Research Design 
Answering the question of how and why certain types of individuals locate and 
use resources that are often in short supply within their local environments to improve 
their own prospects, or the long-term prospects of their children, involves integrating 
different disciplinary perspectives (Furstenberg, 1995).  A mixed methods research 
design, based on the integrated framework presented in Chapter 2, is the most appropriate 
approach for this study.  Researchers offer several justifications for employing a mixed 
method approach, particularly for investigation of social phenomena and social inquiry 
(Cook, 1986; Green et al., 1989; Isaac and Michael, 1995 & 1997, and Sydenstricker-
Neto, 1997). 
A research strategy integrating different methods is likely to produce better results 
in terms of quality and scope, and it encourages the researcher to probe the underlying 
issues assumed by mixed method (Sydenstricker-Neto, 1997).  The use of multiple 
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techniques to understand complex phenomena is ideal; sometimes a survey should be 
combined with face-to-face interviews to comprehend more fully complex behaviors and 
attitudes (Nardi, P. 2006).  Operationalism is better served by multiple measures of a 
given concept or attribute, each sharing a portion of the theoretically relevant 
components; the uncertainty of interpretation of a proposition is greatly reduced by the 
use of two or more independent measurement processes (Isaac and Michael, 1995, 1997).  
Green et al. (1989) suggest that five major purposes for mixed method research design 
are triangulation, complementarity, development, initiation, and expansion. 
The mixed method approach was selected for this dissertation based on three of 
the five purposes outlined by Greene et al. (1989).  The first purpose of using mixed 
methods is expansion.  According to Greene et al. (198) expansion provides richness and 
detail to the study and primarily results in better understanding of phenomena.  This 
reason is of particular importance to the study, given the need to gain a better 
understanding of how out-of-school youth experience the education system, job market, 
and community in general, and what those experiences mean to them when it comes to 
securing a credential and obtaining and maintaining gainful employment. 
The second rationale for selecting a mixed methods research design is initiation.  
The purpose of initiation is to stimulate new questions and challenge results obtained 
through one method (Sydenstricker-Neto, 1997).  Understanding the research more 
insightfully and from fresh perspectives are additional components for initiation.  Mixed 
methods research design allows for consideration of not only outcomes, but the particular 
circumstances within which the participants act, and the influence that this context has on 
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their outcomes.  Conducting research in this method allowed for a better understanding of 
how the actions of out-of-school youth are shaped by the unique circumstances and 
conditions in which those actions take place.  For example, job search activities and 
employment outcomes of youth in Southside Virginia may be heavily influenced by the 
prevalence of a consistently higher than average unemployment rate, particularly among 
minority youth. 
The third reason for selecting a mixed method research design is triangulation.  A 
major strength of the mixed method approach is the ability to test the consistency of 
findings obtained through different instruments (Sydenstricker-Neto, 1997).  
Triangulation allows the researcher to develop stronger, more defensible knowledge 
claims (Greene et al. 1989).  Triangulation also minimizes the degree of dependence on 
particular methods that might limit the validity or scope of the findings, and has the 
benefit of increasing objectivity by raising the researcher above personal biases that may 
stem from a single method (Nachmias and Nachmias, 2000). 
It has been noted that the process of youth disconnecting from the education and 
employment systems is not something that happens overnight.  Rather, it is an 
accumulation of multiple factors that eventually lead to a disconnecting outcome.  The 
mixed method design of this dissertation study allow documentation of the process of not 
only disconnecting, but also the process of reconnecting, in the case of the out-of-school 
youth participants who managed to complete a training program and find success in the 
job market, despite the barriers they faced regarding education and employment. 
 
Page 88 of 172 
Data Collection & Analysis 
According to Greene et al. (1989), three key dimensions in a mixed method 
designs are the timing of method implementation, stage of integration of the selected 
methods, and the priority status assigned to the selected methods.  Depending on the 
researcher‘s purpose for selecting a mixed approach, methods can be mixed throughout 
the study, at selected stages prior to the conclusion, or at the end of the study.  Also, 
priority can be assigned to one of the selected methods, or each of the methods can be 
assigned equal priority (Greene, et al. 1989).  Due to the selected purposes of expansion, 
initiation, and triangulation, the methods were implemented concurrently.  The secondary 
data was integrated throughout the study, while the survey and focus group data was 
integrated during the interpretation and analysis stage of the study.  Finally, each method 
was assigned equal priority and status throughout the study. 
 
Table 3.4 - Mixed Methods 
Method Type Implementation Stage of Integration Priority / Status 
Secondary Data – 
WIASRD 
 
Quantitative Concurrent Throughout the study Equal 
Survey – Social Capital 
Questionnaire 
Quantitative Concurrent Interpretation and 
Analysis 
Equal 
Focus Groups – Semi-
structured, open ended 
Qualitative Concurrent Interpretation and 
Analysis 
Equal 
 
Table 3.3 outlines the quantitative and qualitative data collected for the study.  
The secondary dataset was obtained from the Workforce Investment Act Standardized 
Record Data (WIASRD).  This dataset contains detailed records for each participant in 
Workforce Investment Act programs in Virginia.  Specific records for the study area 
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contain 144 elements for each participant, to include standard demographic information, 
barrier characteristics, education status at time of enrollment, program components 
provided and credential and employment outcomes.  This data set was analyzed using the 
Statistical Package for Social Sciences (SPSS).  Descriptive statistics are used to describe 
and understand the basic demographics as well as the credential and employment 
outcomes of the aggregate sample.  Bivariate t-tests were used to assess systematic 
differences among the study groups and to explore possible correlates of credential and 
employment outcomes.  Finally, step-wise logistic regression models were used to 
understand the unique influence of the independent and control variables on credential 
and employment outcomes for out-of-school youth. 
For this research, qualitative data was collected via focus groups.  Focus groups 
are a useful approach with the target population of young adults.  According to 
Nachmias, (2000) through the use of focus groups, the researcher will be able to gain 
access to more personally articulated accounts of feelings and experiences as well as to 
the language and concepts ordinarily used by the participants.  Rubin and Rubin (1995) 
suggest that a benefit of focus groups is that participants are able to ‗spark off one 
another‘, and offer dimensions about the original problem that individual members of the 
group might not have previously considered. 
The focus group protocol was designed to incorporate many of the themes and 
concepts that are revealed in the literature review.  Questions are grouped in four sections 
regarding community resources, credential obtainment, employment obtainment, and 
employment retention.  Open-ended questions are used, designed to encourage candid 
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conversations and discussions on each topic.  Several probe questions were included to 
encourage responses when a particular question becomes stalled.  The detailed protocol, 
including the opening and closing statements, is included in Appendix J. 
A total of six focus groups were scheduled for the qualitative data collection.  
Study participants were given the option of attending a session at six locations in the 
study area.  Groups were scheduled at the workforce centers and library locations in 
Dinwiddie, Emporia, Hopewell, Petersburg, Surry and Sussex.  These locations are 
familiar to the study participants and offer environments that are welcoming to young 
adults.  The locations also offered have quiet, comfortable meeting rooms free from 
outside distractions.  As noted previously, the participation rate for the focus group 
portion of the data collection was lower than anticipated; in instances when only one or 
two individuals showed up for a scheduled group session, the focus group protocol was 
used in an unstructured interview format. 
Focus group participants are categorized as ‗credential seekers/job seekers‘ 
(Group A) or ‗credential obtainers/job obtainers‘ (Group B).  The participants in Group A 
had no credential at exit from the WIA program or 3 months following exit, and were 
unemployed at exit from the WIA program or 3 months following exit from the WIA 
program.  The individuals in Group B were attached to the labor market for at least 3 
months following exit from the WIA program or had obtained a credential by at least 3 
months following exit from the WIA program.  Analysis of LWIA XV performance data 
indicated that of the total population of the 85 participants, 60 (70%) fit into the category 
of credential seekers/job seekers and 25 (29%) fit into the credential obtainer/job obtainer 
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category.  Of the total available participants, 26 actually completed the survey (31%), 18 
participated in focus groups and six completed individual interviews (4 face-to-face and 
two via phone); 17 (65%) of the respondents were Group A, or job/credential seekers, 
and 9 (34%) of the respondents were Group B, or job/credential obtainers. 
The data collected via focus groups and interviews was transcribed immediately 
following each session.  Transcripts were clearly marked with the date and place of each 
focus group, and cross-referenced to focus group notes and audio tapes.  The names of 
the participants (first name only) are stored and secured separately from the actual tapes 
to ensure confidentiality.  Coding of the focus group data was conducted by reading and 
re-reading the transcripts, and looking for similarities and differences in order to find 
themes and categories.  Individual paragraphs were coded with appropriate topics, 
categories, or themes as noted on the coding sheet (Appendix M).  By analyzing the data 
in this way, the researcher was able to identify all the references to a given topic and not 
omit potentially important items.  This increases the objectivity of the study and reduces 
the risk of only selecting content that conform to the researcher‘s preconceptions. 
A third (quantitative) method was also used during the study.  Data was collected 
using a social capital survey (see Appendix K), adapted from measurement instruments 
constructed by Henk Flap and Beate Volker of the University of Utecht and Tom Snijders 
of the University of Gronigen.  This survey combines two measurement tools discussed 
in the literature – the position generator and the resource generator.  The survey also 
includes questions concerning the respondents‘ perceptions of their social network.  The 
self-administered survey was administered to all focus group participants. 
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The survey data collection technique was selected because it allows for the 
collection of multiple responses regarding social capital, while maintaining the 
anonymity of survey respondents.  According to Nardi (2006) surveys are especially 
useful for measuring variables with numerous values or response categories that are too 
lengthy for an in-person interview.  Surveys are also appropriate when the goal is to 
investigate attitudes and opinions that are not usually observable (Nardi, 2006). 
The survey was distributed for completion during the beginning of the focus 
groups and interview sessions.  In person administration of the survey allowed 
respondents to ask questions and obtain clarification about survey questions as needed, 
which improved overall respondent accuracy and data integrity.  Survey responses were 
analyzed using SPSS.  Descriptive statistics were used to describe these data.  Similar to 
the techniques employed to analyze the secondary data set, bivariate tests (t-tests and chi-
square) were used to assess systematic differences among the study groups and to explore 
possible correlates of credential and employment outcomes.  Also, step-wise logistic 
regression models were used to understand the unique influence of the independent and 
control variables on credential and employment outcomes for out-of-school youth. 
To maximize the benefits of the mix method approach, additional strategies were 
employed during the analysis phase of the study.  Interim results of the secondary data set 
were used to inform the analysis of the survey and focus group data.  Also, data 
comparison was conducted to identify of patterns resulting from all three data sources.  
These strategies help ensure that the study conclusions reflect a blend and integration of 
the selected methods. 
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Reliability & Validity Threats 
The issues of reliability and validity are necessary concerns for any study, and 
particularly critical to consider given the qualitative nature of a portion of the selected 
research method.  The following questions address reliability and validity threats that 
relate to the proposed study. 
1. Reliability – Are the questions posed in the survey instrument measuring the 
same way each time?  To estimate the reliability of the instrument, questions that 
measure the same concept were grouped together; for example, questions about 
occupations, skills, and networks are on separate pages of the survey instrument.  After 
collecting the responses, a correlation between the groups of questions was ran to 
determine if the instrument is reliably measuring the concept.  Finally, the data review 
included negative case analysis; this process involves identification and discussion of 
aspects of the data that appear to contradict patterns emerging from data analysis. 
2. Validity – Participant selection: Are enough out-of-school youth participating 
in the focus groups?  Is the data biased by the input of one group or another group of 
youth?  To address this threat, the same focus group protocol was used for each of the 
focus groups, to maintain consistency. 
3. Validity – Participant selection: Does the quality of the youth program 
contractor impact the participant? As noted in Chapter 1, quality varies across the youth 
program contractors for LWIA XV.  Issues such as urban versus rural locations can have 
an impact on the level of services available by contractors for each of the 10 mandated 
youth program elements. 
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4. Validity – Respondent bias: Bias may not provide the study with a 
representative sample.  Respondent recall is a potential strength and weakness for this 
study.  To mitigate the threat of respondent bias, extreme case analysis was employed. 
5. Validity – Researcher bias: How does the researcher know what the 
participants say is true and not just what she wants to hear? In order to make the youth 
participants feel as comfortable as possible being honest during the focus groups, the 
researcher assured the participants of the confidential nature of their participation.  Since 
the majority of the youth participants had exited the WIA program by the time they 
participate in the focus group, they may have been more willing to be forthcoming about 
their experiences with the program, without fear of consequence.  Also, a great deal of 
information regarding participant activity was available through the WIASRD, so the 
researcher was be able to substantiate some of the information collected in the focus 
groups. 
 
Limitations 
Due to the small size of the study population, findings cannot be generalized to 
other parts of the state.  A possible avenue for future research is to combine data from 
multiple LWIAs, primarily bordering areas, so that a regional or statewide picture can be 
constructed.  Also, in addition to difficulties in overall participant recruitment, it was 
more difficult to get the out-of-school youth from each of the localities within the service 
area to participate in the study.  Although it is arguable whether it is qualitatively more 
important to this study, it should still be considered a limitation to the study.  Limited 
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participation on the part of out-of-school youth means that the study population is a very 
small, and perhaps less-representative piece of the larger out-of-school youth population 
in Southside Virginia.  Also, self-selection bias further limits the study. 
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CHAPTER 4 – RESEARCH FINDINGS 
 
As noted in previous chapters, the primary research question for this study is why 
are some out-of-school youth with barriers to education and employment able to succeed 
in the job market, while others who face similar barriers are unable to obtain 
occupational skills credentials and/or employment?  In order to examine this issue, data 
concerning the following four sub-questions was collected and analyzed: 
1. What are the contributing factors to success in credential obtainment for 
out-of-school youth? 
2. How do out-of-school youth locate and use resources in their local 
environment? 
3. What are the contributing factors to success in obtaining employment for 
out-of-school youth? 
4. What are the contributing factors to success in maintaining employment 
for out-of-school youth? 
Findings are discussed in terms of information obtained from the analysis of the 
secondary data set, the survey data, and the focus group and interview data. 
 
WIASRD Data 
The secondary dataset (the Workforce Investment Act Standardized Record Data 
or WIASRD) contains detailed records for each participant in Workforce Investment Act 
programs in Virginia.  This dataset covers the 2008 program year, which is the period 
July 1, 2008 through June 30, 2009; permission was obtained to access the dataset for 
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study purposes during October 2010.  The WIASRD data contains information collected 
and recorded during program application, active program participation, and at program 
exit. 
The dataset includes standard demographic information, barriers assessed of 
participants at the time of their enrollment into the WIA youth program, education and 
employment status at time of enrollment, program components and resources accessed 
during the course of the program, and credential and employment outcomes at program 
exit.  This data set was analyzed using the Statistical Package for Social Sciences (SPSS).   
For WIA youth programs, participants who are employed during the third quarter 
after exit are included in the numerator for performance measure outcomes.  Similarly, 
youth who receive a credential by the third quarter after exit are included in the 
numerator for performance measure outcomes; a credential for the purpose of outcomes 
includes as degree, occupational skills certificate or license, or a diploma or GED.  Youth 
employment status in the first quarter after exit is captured, but is not factored into 
performance measure outcomes for WIA youth programs.  The date parameters for the 
for the first quarter after exit include July, August, and September of 2009; for third 
quarter after exit performance measure calculations, the dates included are January, 
February, and March of 2010. 
Table 4.1 illustrates some descriptive statistics used to understand the basic 
characteristics of the original study group.  The statistics are based on status of the youth 
participant at the time of enrollment in the WIA youth program. 
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Table 4.1 – Descriptive Statistics – Sample Population 
 % (Sample) % (State) 
Gender Male 39% 40% 
 Female 61% 60% 
Disabled Youth  11% 8% 
Race Black 91% 37% 
 Hispanic 1% 23% 
 White 8% 34% 
Unemployed  96% 82% 
Receiving Public Assistance  49% 31% 
Offender  10% 11% 
Parenting Youth  21% 30% 
Age at Participation 18 years 31% * 
 19 years 28% * 
 20 years 25% * 
 21 years 16% * 
Highest Grade Completed 8
th
 grade 9% 3% 
 9
th
 grade 15% * 
 10
th
 grade 14% * 
 11
th
 grade 27% * 
 12
th
 grade 34% 40% 
 Some college 1% 1% 
Sample N = 71; State N = 30,322; *Unavailable for aggregate state level data 
 
The descriptive statistics results highlight several variances and disparities 
between the study area and the state as a whole.  In terms of racial demographics, the 
study area has a significantly higher proportion of Black participants when compared to 
the state.  A few factors account for the variance; primarily, the study area has a much 
higher percentage of Black residents, and a much smaller Hispanic population when 
compared to the state.  Also, one of the localities with the highest participation rates for 
WIA youth programs in the study area is Petersburg, which has a 79% Black population 
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according to the US Census Bureau.  Finally, existing research notes that the OSY 
population in general is disproportionately represented by minorities (McCurdy, Keating 
and Nagavarapu, 2006; US Department of Education, 2007). 
As noted in chapter 3, the study area‘s unemployment rates are consistently 
higher than the state average, particularly when specific populations are considered.  For 
example, unemployment rates in Petersburg reached 14 percent in 2009 (nearly 7 percent 
higher than the state average); given this ongoing trend, the considerable difference 
between unemployment for the study population and the rest of the state is expected.  
Similarly, since the study area‘s percentage of individuals age 25 and over who have only 
a high school diploma or GED exceeds the state average by 12 percent, one would expect 
a large variance between the percent of high school graduates in the study area when 
compared to the state. 
A surprising result of the descriptive statistics analysis is the lower percentage of 
parenting youth in the study area, when compared to the state population of WIA out-of-
school youth program participants.  Considering the Virginia Department of Health has 
reported that the study area had the highest teen pregnancy rates in the state for the past 
four years, a higher percentage of parenting youth for the study population would be 
expected.  However, this lower than anticipated rate of participation from the parenting 
OSY youth population may very well be a function of the lack of information about WIA 
youth program availability to the OSY population at large, as detailed later in this 
chapter. 
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Figure 4.1 – Study Population Localities 
 
Locality of residence for the study population is illustrated in Figure 4.1.  
Petersburg has the largest representation in the study area, which corresponds with the 
large representation of youth from this locality.  Participants from three of the nine 
localities from the study area are not included in the study – Chesterfield, Prince George 
and Surry counties.  Given that both Chesterfield and Prince George have considerably 
higher incomes than the other cities and counties, it is not surprising that OSY (who are 
required to be low-income for WIA eligibility purposes) are not represented in the WIA 
youth program from these areas.  It is also possible, particularly in the case of Surry 
county, that OSY from this locality were served during the given study period, but were 
not exited during the same period. 
 
WIASRD Data – Credential and Employment Outcomes 
WIASRD data regarding employment after exit is obtained primarily through case 
manager verification with the youth‘s employer.  Employment data for a large percentage 
6% 
10% 
7% 
7% 
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4% 
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Emporia
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of the population (59%) was not available at the time the performance measures were 
calculated.  To allow for statistical testing, employment in the first and third quarters after 
exit was treated as a categorical variable and missing data was coded with an additional 
category of zero.  Employment verification data was available for approximately 41 
percent of the population; credential verification data, provided through case manager 
verification with postsecondary institutions, was more readily available for the original 
population.  Approximately 17 percent of the population was recorded as receiving a 
credential by the 3
rd
 quarter after exit; of those youth who obtained a credential, five 
obtained a certificate or license, and seven obtained a diploma or GED.  Table 4.2 
illustrates the credential and employment outcomes of the study population. 
 
Table 4.2 – Credential and Employment Outcomes of Job/Credential Obtainers 
Outcomes 
n (%) n (%) of 
total 
Received Credential by 3
rd
 Quarter Male 2 (17) 28 (3) 
 Female 10 (83) 43 (14) 
Employed by 1
st
 Quarter Male 3 (38) 28 (3) 
 Female 5 (62) 43 (14) 
Employed by 3rd Quarter Male 7 (30 28 (3) 
 Female 16 (70) 43 (14) 
N = 71 
Bivariate Correlations were computed to analyze possible relationships between 
several of the variables included in the data set.  Table 4.3 illustrates the correlations 
between age, gender, highest grade completed, status of parenting youth, credential 
obtainment, and employment outcomes, as well as relevant significance levels. 
 
Page 102 of 172 
Table 4.3 – Pearson’s Correlation of Values 
N = 71; * P < .05 level (1-tailed); **.P <.01 level (1-tailed) 
 
Significant positive correlations include participant age and status of employment 
in first and third quarters after exit; participant gender and credential obtainment, and 
highest grade completed and status as a parenting youth.  Gender and the status as a 
parenting youth resulted in a significant negative correlation, implying that females in 
this population were more likely to report parenting status than males.  This result is 
consistent with the fact that the study population has a high percentage of single parent 
households and more single parent households tend to be headed by females. 
Further interpretation of the Pearson‘s correlation results provides useful 
information regarding the study question about contributing factors to success in 
employment obtainment for the study population.  First, it is anticipated that the age of 
the participant would be positively associated with employment, both in the first quarter 
after exit as well as the third quarter after exit; this result is consistent with the 
expectation that as an individual gets older, their ability to obtain and maintain 
 Age Gender 
Highest 
Grade 
Completed 
Parenting 
Youth 
Received 
Credential by 
3
rd
 Quarter 
Employed in 
1
st
 Quarter 
Employed in 
3
rd
 Quarter 
Age 1 .080 .167 -.169 .012 .401
**
 .369
**
 
Gender .080 1 .056 -.347
**
 .210
*
 -.031 .036 
Highest Grade 
Completed 
.167 .056 1 .204
*
 .048 -.115 .071 
Parenting Youth -.169 -.347
**
 .204
*
 1 .049 -.124 -.032 
Received 
Credential by 3
rd
 
Quarter 
.012 .210
*
 .048 .049 1 .087 .121 
Employed in 1
st
 
Quarter 
.401
**
 -.031 -.115 -.124 .087 1 .443
**
 
Employed in 3
rd
 
Quarter 
.369
**
 .036 .071 -.032 .121 .443
**
 1 
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employment increases (it is important to note that this expectation only applies to a 
certain age range for older adults; eventually the period over which earnings can be 
recouped declines as age increases).  Second, it is anticipated that participants who were 
employed in the first quarter after exit would have a higher probability of being employed 
in the third quarter after exit as well.  For the OSY population, the association between 
employment in the first and third quarters is encouraging.  As noted in the literature 
review, young people who experience unemployment as young adults face an increased 
probability of future unemployment; conversely, young adults who demonstrate 
consistent labor market attachment in their early work history are expected to have an 
increased probability of employment in the future. 
The research noted in the literature review suggests that young adult females tend 
to disconnect from work or school in order to care for their children.  Given this context, 
the positive association between participant gender and credential obtainment and the 
lack of significant association between gender and employment for the study population 
is surprising.  Even though females in the study population were more likely to report a 
status as parenting youth, it does not appear that this status had a negative impact on their 
ability to obtain a credential or employment.  It is also notable that, while females 
represented a larger percentage of overall study participants, they represented an even 
larger percentage of study participants who enrolled in occupational skills training; the 
Pearson‘s correlation value between gender and occupational skills training was not 
significant at the .05 or .01 level, however, it is possible that having a dependent child is 
a motivating factor for females in terms of credential and employment seeking. 
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WIASRD Data – Resource Use 
As noted in Chapter 1, the Workforce Investment Act requires a minimum of ten 
elements to be made available under WIA Title 1 youth programs: tutoring, study skills 
training, and instruction leading to completion of secondary school, including dropout 
prevention strategies; alternative secondary school services; summer employment 
opportunities that are directly linked to academic and occupational learning; paid and 
unpaid work experiences and employment services, including internships and job 
shadowing; occupational skills training; leadership development opportunities, which 
may include community services and peer-centered activities encouraging responsibility 
and other positive social behaviors during non-school hours; supportive services; adult 
mentoring for the period of participation and a subsequent period, for a total of not less 
than 12 months; follow-up services for not less than 12 months after the completion of 
participation, as appropriate; and comprehensive guidance and counseling, which may 
include drug and alcohol abuse counseling and referral, as appropriate (U.S. Department 
of Labor Employment and Training Administration, 2009). 
For the study purpose, the elements of alternative secondary school, summer 
employment, occupational skills training, leadership development, employment services, 
and follow-up services are considered in terms of resource use; these elements are those 
likely to be used by out-of-school youth participants in general.  It is important to note, 
however, that participants can have varying levels of control regarding the resources that 
they use during program participation, based on the youth contractor providing the 
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Supportive 
Services, 32% 
Occupational 
Skills Training, 
59% 
Alternative 
Education, 61% 
Employment 
Services, 55% 
Summer 
Employment, 
34% 
Leadership 
Development, 
42% 
Follow-up 
Services, 1% 
services.  Figure 4.2 illustrates the frequency of use of the resources by program 
participants in the study. 
 
Figure 4.2 – Frequency of Resource Use 
 
 
 
 
 
 
 
 
 
 
 
Interpretation of the results in figure 4.2 offers some insight into the study 
question of how OSY use resource in their environment.  The data shows that participants 
accessed alternative education and occupational skills training, as well as employment 
services at the highest levels during the course of program participation.  This amount of 
activity may be very closely related to previous research findings that suggest youth 
training programs tend to function as a form of job search for many participants 
(Heckman and Smith, 1999). 
The leadership development resource, which includes activities such as 
community services and peer-centered activities encouraging responsibility and other 
positive social behaviors, was accessed by nearly half of the OSY population.  It is 
possible that the high use of this resource may be indicative of the relatively lower costs 
associated with provision of leadership development activities by youth service 
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providers, when compared to services such as occupational skills training and supportive 
service.  It is also possible that the youth program case managers who are in large part 
responsible for ultimately providing access to these resources for youth had an impact on 
the actual resource use variable.  Although the finding that nearly sixty percent of OSY 
accessed occupational skills training resources suggests that participants may seek out 
this resource in similar rates as the training and employment resources, the potential 
impact of youth program case managers acting upon youth and deciding the type of 
resource they will have access to, as opposed to youth acting independently of the case 
manager, is an area for further analysis. 
The resource of summer employment (a subsidized employment service) was 
accessed less frequently by the study population.  This is likely due to the trend that more 
in-school youth participants are linked to summer employment opportunities, possibly 
because WIA youth program service providers have difficulty placing this younger 
population in unsubsidized employment and reserve summer youth financial allocations 
for the in-school youth population. 
Another financial factor possibly impacting OSY use of resources is the limited 
amount of funds available for supportive services, which include payments for child care, 
transportation, housing, and work-related expenses.  Supportive services was the second 
least-accessed resource for OSY; given the context that a the majority of OSY 
participants are low income, and many are parenting youth, it is unlikely that the limited 
access to this resource is due to limited need.  A more probable scenario is that youth 
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service providers simply lack the amount of resources to respond to the level of 
supportive service needs for the entire OSY population. 
The resource that was accessed least frequently by the study population is follow-
up services.  Examples of follow-up services include monitoring the employment 
progress of a participant to foster job retention, assistance with resolving work-place 
issues or personal crisis, and assistance with career development and securing additional 
training opportunities.  As Figure 4.2 illustrates, follow-up has the largest variance in 
resource use for the study population, with a negligible percent of the group (1%) 
reported as receiving some form of follow-up.  It is probable that administrative and 
financial factors may explain much of this disparity.  In terms of data entry, some local 
providers do not report these services until the one year follow-up period has ended, and 
this may contribute to the low percentage.  Also, provision of follow-up generally 
requires a youth program staff member/case manager to contact exited youth on a regular 
(monthly) basis to determine the status and possible need for crisis intervention.  The 
limited financial resources available through WIA for case management staff makes it 
difficult for some youth program contractors to dedicate staff for the purpose of follow-
up.  Likewise, the transient nature of OSY adds to the difficulty in maintaining consistent 
contact after youth have formally exited from the WIA program.  The implications of 
limited follow-up services, as well as recommendations for provision of follow-up are 
discussed in further detail in chapter five. 
Step-wise and forward logistic regression models were used to understand the 
unique influence of the resource use variables on credential and employment outcomes 
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for out-of-school youth.  Based on information contained in the literature review, the 
researcher anticipated that several variables would have an impact on credential 
outcomes, such as occupational skills training, alternative education, and supportive 
services.  However, the regression results show no significant impact on credential 
obtainment for a model that includes any of the resource use variables; in the tests, 
occupational skills training, alternative education, and supportive services were entered at 
the same time, and removed when a significant result did not occur.  Based on the 
literature related to structural factors that impact youth credential and employment 
outcomes, the control variables were age, gender, race, income, single parent household, 
geography (rural or non-rural).  The resource use variables did have some explanatory 
power in terms of employment outcomes, illustrated in Tables 4.4 and 4.5.  
Table 4.4 – Stepwise Regression Results for Resource Use Factors Related to 
Employment Outcomes in 1
st
 Quarter - 2009 
 
Model Variable 
Adjusted R 
square 
df F Significance 
1 Supportive services .123 1 10.813 .002 
2 
Supportive services and 
Summer Employment 
.184 2 8.885 .000 
Model 1 = Participant accessed Supportive Service Resource; Model 2 = Participant accessed Supportive 
Service resource and Summer Employment resource. 
 
 
Table 4.5 – Stepwise Regression Results for Resource Use Factors Related to 
Employment Outcomes in 3
rd
 Quarter - 2010 
 
Model Variable 
Adjusted R 
square 
Df F Significance 
1 Leadership development .105 1 9.206 .003 
Model 1 = Participant accessed Leadership Development resource 
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The forward regression results suggest that a model that includes use of 
supportive services and summer employment resources explains about 19 percent of the 
difference between participants who obtained employment by the first quarter after 
program exit and those who were still job seekers at that time.  The regression results also 
indicate that use of leadership development resources explains about 10 percent of the 
difference between participants who were employed during the third quarter after exit and 
those who were not.  As noted previously, leadership development is defined as a broad 
set of activities that encourage responsibility, employability, and other positive social 
behaviors (US Department of Labor).  Although youth program service providers are 
required to adhere to this specific definition of leadership development, there is variation 
across programs in terms of activity design and frequency.  Similar to the case manager‘s 
potential impact on resource use, the specific youth program accessed by an OSY may 
have an impact on the quality and quantity of leadership development services received 
during program enrollment. 
As noted previously, a lower percentage of OSY in the study population accessed 
supportive services and summer employment.  Increased use of these resources may have 
resulted in a higher percentage of the population achieving employment by the first 
quarter after exit.  Likewise, an increase in the percentage of OSY using leadership 
development resources may have resulted in corresponding increases in those who 
achieved employment retention.  Although employment data is not available for periods 
beyond the third quarter after exit, it is likely that the OSY who were attached to the labor 
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market immediately after program exit, and retained employment in intermediate periods 
after program exit, have a stronger chance of maintaining employment in the future. 
 
Social Capital Survey and Focus Groups 
 
At the beginning of this study, it was anticipated that the researcher would 
encounter difficulty in recruiting members of the study population for the survey and 
focus group portion of the data collection.  It was also expected that youth who had not 
obtained a credential and/or secured employment by the third quarter after exit would be 
the most difficult to recruit for the study.  These expectations were based on previous 
research which noted difficulty in sampling at-risk youth populations.  The lack of 
information available about the experiences and attitudes of at risk-youth can be 
attributed in part to overall difficulty in sampling at-risk youth populations such as school 
dropouts, homeless, and other understudied populations (LaLonde, 1995; Orr, et al, 1996; 
Augie, 1998; and Entwisle, 2000).  Sampling limitations have preempted random 
sampling and made large samples difficult to obtain in many instances; a number of the 
obstacles are associated with locating and recruiting study participants. 
As expected, similar recruitment obstacles were encountered during this study, 
resulting in a low response rate for the surveys and focus groups.  Recruitment was 
conducted during the months of October through November of 2010, as well as January 
and February of 2011.  During this time, several phased approaches at data collected were 
employed in an attempt to increase the overall participation rate.  First, the entire study 
population was mailed a letter inviting them to participate in the study; the letter was sent 
to the last known address on file with the local Workforce Investment Area.  The letter 
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outlined the study and noted that incentive ($20.00 cash, provided at the time of 
participation) was available for study participants.  Prior to the mailing, all youth 
program contractors were notified verbally and in writing about the study, in the event 
that youth contacted them with questions.  Next, a follow-up call was made 
approximately one week after the initial letter was mailed.  For those with email 
addresses on file, follow-up correspondence was also sent via email. 
The researcher conducted a second round of follow-up calls before preparing a 
second mailing two weeks after the calls; this mailing included the initial recruitment 
letter, as well as a copy of the survey and a self-addressed stamped envelope.  This 
method was added due to several verbal requests to participate only in the survey portion 
of the study.  The second mailing was sent to all study participant addresses that were not 
recorded as ‗wrong address‘ during the first mailing; also, youth contract staff members 
were contacted for updated mailing addresses for the ‗wrong address‘ participants, and 
the second mailing was sent to those addresses.  A third round of follow-up calls was 
conducted approximately one month after the initial recruitment letter mailing. 
Of the 71 members of the population, a total of 25 mailed recruitment letters were 
returned with no forwarding address and /or phone numbers were disconnected or no 
longer in service.  Of the remaining 46 participants with current addresses and/or phone 
numbers available for contact, 22 indicated an interest in participating in the study, and 
13 actually completed the study (1 declined to complete the survey but did participate in 
a phone interview).  Given this small response, the researcher coordinated with the local 
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WIB staff to identify an additional WIA sample population that could be included in the 
study. 
The WIB youth program coordinator had previously recruited a sample of OSY 
for an internal focus group on WIA services; this sample included a total of 25 OSY from 
the study area, who were enrolled in the WIA youth program during the 2009 and 2010 
program years.  Of these participants, 14 were exiting from the program, and could be 
included in the job/credential seekers or job/credential obtainers group outlined in the 
study; the researcher provided the 14 participants with the same recruitment letter and 
incentive that the other study participants received.  Also, all study participants 
completed the study consent form.  With the additional sample population, a total of 27 
participants were included in the primary data collection portion of the study. 
While the overall response rate for the focus group and survey portion of the 
study was low, the percentage of the credential/job seeker population who did respond 
and participate from was actually higher than credential/job obtainers.  A possible 
explanation for the larger representation of job/credential seekers could be that those 
individuals (the majority of whom reported that they were still unemployed) were 
interested in participating because they thought the study was actually an opportunity for 
them to locate employment.  Three such statements were made via phone and during the 
course of the focus groups; moreover, several participants who showed up to the last 
focus group indicated that they were actually looking for a job fair. 
Table 4.6 provides details about response rates for the survey as well as focus 
groups and interviews.  Interviews were not originally included in the study design; 
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however, when only one participant showed up for a scheduled group, the researcher 
conducted an interview using the focus group protocol; this method was also used in 
instances where the participant declined to participate in person. 
Table 4.6 – Survey & Focus Group Participants 
 n (%) 
Primary Data Collection Total 27 (32) 
Job/Credential Seekers 16 (59) 
Job/Credential Obtainers 11 (41) 
Completed Survey 26 (96) 
Job/Credential Seekers 15 (58) 
Job/Credential Obtainers 11 (42) 
Completed Focus Group/Interviews 24 (89) 
Job/Credential Seekers 15 (63) 
Job/Credential Obtainers 10 (42) 
Completed In-Person Interview 4 (17) 
Completed Phone Interview 2 (8) 
N = 85 
Table 4.7 offers some descriptive statistics used to understand the basic 
characteristics of the respondents for credential/job seekers and credential/job obtainers.  
Demographics are fairly similar, when compared to the larger study population; an 
exception is the respondent group‘s average age was slightly higher (20 compared to 19).  
The average survey respondent had a GED or diploma; in comparison, the secondary data 
set indicates that the average participant had less than a GED or diploma.  These 
variances are expected, since the demographics of the larger study population were 
captured at the time of program enrollment, whereas the demographics for the survey 
respondents were captured after program exit, which is at least one year later for the 
majority of the respondents. 
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Table 4.7 - Descriptive Statistics – Survey Respondents 
  
All Respondents  
n (%) 
Job/Credential 
Seekers n (%) 
Job/Credential 
Obtainers n (%) 
Gender Male 9 (35) 4 (27) 5 (46) 
 Female 17 (65) 11 (73) 6 (54) 
Race Black 24 (92) 15 (100) 9 (82) 
 Hispanic 1 (4) - 1(9) 
 White 1 (4) - 1 (9) 
Age 18 years 2 (8) 1 (7) 1 (7) 
 19 years 6 (23) 6 (40) 6 (40) 
 20 years 9 (35) 4 (27) 4 (26) 
 21 years 6 (23) 2 (20) 3 (20) 
 23 years 3 (11) 1 (6) 1 (7) 
Education Level Less than 12 grade 3 (12) 2 (13) 2 (13) 
 GED 13 (50) 7 (47) 7 (47) 
 HS Diploma 4 (15) 3 (20) 3 (20) 
 License/Certificate 4 (15) 2 (13) 2 (13) 
 Some College 2 (8) 1 (7) 1 (7) 
N = 85 
Survey Data – Occupational Prestige 
The survey assessed respondents‘ social capital through questions about 
occupations, resources and perceptions of the social network.  The first section of the 
survey, ‗jobs of people you know‘, asks respondents about the jobs/careers of family and 
friends, and contacts.  The section includes a chart of 40 different kinds jobs that people 
can have and respondents were asked to circle ‗0‘ if they did not know of anyone with 
that particular occupation, ‗1‘ if an immediately family member has this job, ‗2‘ if an 
extended family member has this job, ‗3‘ if a friend has this job, and ‗4‘ if another 
contact or associate has this job. 
The occupations on the survey are listed in random order; occupational prestige 
was scored using the National Opinion Research Center (NORC) Hodge-Siegel-Rossi 
prestige scores (NORC, 1980).  Three categories of occupational prestige were used to 
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analyze responses; high prestige, indicating access to people with jobs that score 85-50; 
medium prestige, indicating access to people with jobs that score 49-30; and low prestige, 
indicating access to people with jobs that score 29-18.  Tables 4.8 – 4.10 illustrate results 
of the survey responses in the occupational categories. 
Table 4.8 – Low Occupational Prestige Jobs 
Occupation 
Occupational Prestige 
Score 
Respondent knows of someone 
with this job… n (%) 
Food Service Worker 22 17 (65) 
Gardener/Landscaper 23 7 (27) 
Childcare Worker 25 18 (69) 
Assembly Worker 27 10 (38) 
Waitress/Waiter 28 15 (58) 
Retail Sales Person 29 14 (54) 
N=85 
 
Table 4.9 – Medium Occupational Prestige Jobs 
Occupation 
Occupational Prestige 
Score 
Respondent knows of someone 
with this job… n (%) 
Bus Driver 32 14 (54) 
Hairdresser/Cosmetologist 33 20 (77) 
Painter 34 11 (42) 
Meat Cutter/Packer 35 8 (31) 
Nursing Aide 36 16 (61) 
Restaurant Manager 39 6 (23) 
Car Mechanic 40 18 (69) 
Postal Worker 42 8 (31) 
Bank Teller 43 13 (50) 
Fireman 44 4 (15) 
Real Estate Agent 44 4 (15) 
Armed Forces Member 47 17 (65) 
Policeman 48 10 (38) 
Funeral Director 49 11 (42) 
N=85 
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Table 4.10 – High Occupational Prestige Jobs 
Occupation Occupational Prestige 
Score 
Respondent knows of someone 
with this job… n (%) 
Librarian 54 6 (23) 
Registered Nurse (RN) 66 16 (62) 
Electrical Engineer 69 6 (23) 
Pastor/Priest/Bishop/Clergy 69 18 (69) 
College Professor 78 8 (31) 
Medical Doctor 82 8 (31) 
Dentist 85 5 (19) 
N=85 
In terms of the distribution for the occupation survey data, the percentage of 
respondents who indicated they know of someone with the listed job is very high.  This 
indicates that OSY in the study population have some level of access to information 
about a wide variety of occupations, regardless of their employment status.  Bivariate 
Correlations were computed to analyze possible relationships between occupational 
prestige and the occupation‘s overall popularity among survey respondents; there is no 
relation between the two (r=-.031; p = .818); this suggests that the survey respondents did 
not answer the survey based on what they may have perceived as the ‗best jobs‘, but 
rather based on their actual knowledge of an individual with that particular occupation. 
In general, respondents indicated they had access to someone at all levels of 
occupational prestige; average percentage with access to high prestige occupations 42%, 
medium prestige occupations 42%, and low prestige occupations 39%.  Forward 
regression tests results indicates no significant relationship between respondents‘ 
credential and/or employment status and occupational prestige results.  However, an 
analysis of some of the specific occupations does offer further insight into OSY social 
capital access.  For example, of the low prestige occupations, nearly 70 percent of the 
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survey respondents indicated knowing a childcare provider; this access may provide 
valuable assistance particularly for those youth who have dependent children and require 
childcare in order to attend training and go to work.  In the high prestige occupation 
category, a similarly high percentage of OSY survey respondents reported knowing a 
member of the clergy; this suggest that OSY tend to have some level of connection to 
faith-based organizations.  It may be possible for youth program service providers to 
leverage this connection, particularly in terms of providing leadership development 
activities and conducting follow-up for exited youth. 
Finally, while a high percentage of respondents indicated knowing someone who 
is a registered nurse, the lower level of access reported by survey respondents to a 
medical doctor or a dentist implies that OSY in the study population may have limited 
access to health resources in general.  This finding is consistent with information from 
the literature review which notes that OSY are more likely to have poor health status in 
general, possibly because they have limited or no access to health insurance.  Here, 
another potential opportunity is presented to youth service providers, in terms of 
increasing connections for OSY to local health clinics and related health resources. 
 
Survey Data - Skills and Resources 
The second section of the survey posed questions about skills and resources that 
respondents may possess, or have access to.  A list of 19 skills is listed in random order 
on the survey; respondents were asked to indicate if they know of anyone with the listed 
skills, or if they personally have the skill.  The response options are similar to those 
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provided for the occupation section of the survey. While the skills are randomized on the 
survey, for analysis the skills are categorized in four types: prestige and education, 
political and financial, personal support, and personal skills. 
Table 4.11 – Skills and Resources of Survey Respondents 
 
 All respondents who 
knows of someone 
with this skill n (%) 
Job/Credential 
Seekers n (%) 
Job/Credential 
Obtainers n (%) 
Prestige and Education 16 (59) 9 (62) 6 (56) 
Political and Financial 7 (28) 4 (25) 3 (32) 
Personal Support 15 (58) 8 (58) 6 (57) 
Personal Skills 34 (84) 12 (81) 9 (87) 
N=85 
The distribution of responses to the skills and resources portion of the survey 
shows an overall moderate access to this type of social capital for the respondent group.  
Averaged over nineteen resources, the percentage of respondents who indicate knowing 
anyone with access to a specified resource is 59 percent.  However, there is wide 
variation for the respondent group within each category measuring access to this type of 
social capital.  Respondents indicated very high access to personal skills social capital, 
with 84 percent of the group reporting access to someone who can repair a car or, bike, 
someone who can fix household equipment, someone who knows about sports, someone 
who can work with a computer, and someone with a high school diploma. 
On the other hand, respondents indicated very low access to political and 
financial skills social capital, with only 28 percent of the group reporting access to 
anyone who has knowledge about financial matters such as taxes or banking, someone 
active in a political party, someone who owns shares in the stock market, or someone 
who works at City Hall or Town Council.  This finding supports the literature which 
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suggests that low socioeconomic status, including low income and low status in the 
community (limited contacts with group and political associations) can be a contributor to 
poor educational and occupational outcomes for youth. 
Access to prestige and education social capital is moderate for the group, with 59 
percent saying they know of someone who can play an instrument, has knowledge of 
literature, can speak and write in two languages, has education beyond high school, earns 
more than $3,000 monthly, and owns a vacation home.  Likewise, access to personal 
support social capital is moderate for the group, with 58 percent who report knowing 
someone who owns a car, is in the position to hire people, knows a lot about government 
policies and procedures, and has good contacts with a newspaper, radio, or television 
station.  This would suggest that the study group on average has some access to personal 
support that has the potential to improve their education and employment outcomes; 
however, the rate at which youth mobilize these support resources should be considered 
in the equation.  OSY propensity to mobilize resources is discussed further in this 
chapter. 
The responses to the second section of the survey offer some insight in terms of 
participants‘ credential status.  While the social capital categories of prestige and 
education and personal skills did not result in significant relationship to respondents‘ 
outcomes, forward regression results show that access to political and financial skills and 
access to personal support are related to respondents‘ education level.  Regression results 
in Table 4.12 suggest that respondents who indicate access to political and social capital 
(as defined by knowing someone who owns shares in the stock market) reported higher 
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education outcomes.  This model explains about 15 percent of the difference between 
credential seekers and obtainers.  Similarly, the regression suggests that respondents who 
indicate access to personal support social capital (as defined by knowing someone who 
owns a car) also reported higher education outcomes.  This model explains about 30 
percent of the difference between participants credential seekers and obtainers. 
Table 4.12 – Stepwise Regression Results for Social Capital Factors related to 
Credential Obtainment 
Model Variable Adjusted R 
square 
df F Significance 
1 Political and 
Financial Social 
Capital 
.145 1 5.250 .031 
2 Personal Support 
Social Capital 
.299 1 11.673 .002 
Model 1 = Respondent reported access to Political and Financial social capital; Model 2 = Respondent 
reported access to Personal Support social capital 
 
 
Further insight is gained by analysis of the variations in access to political and 
financial social capital as well as personal support social capital between credential/job 
seeker respondents and credential/job obtainer respondents.  As Table 4.13 illustrates, 
credential/job obtainers reported more immediate family members and associates who 
owned shares in the stock market, compared to credential/job seekers.  It is possible that 
this type of social capital being closer to the individual has a greater, positive impact on 
education and employment outcomes.  The research suggests that family characteristics 
such as political and financial skills directly affect labor market outcomes for youth 
because children learn certain expectations that prepare them for performance in school 
and work (Capsi, 1998, Dyke and Wilson, 1999). 
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Conversely, credential/job seekers respondents indicated more immediate family 
members own cars, but credential/job obtainer respondents reported more extended 
family members and friends own cars.  For OSY, it is possible that having friends and 
extended family members who can provide personal support, such as a ride to class, is 
more important in the context of completing post-secondary education or training. 
Table 4.13 – Survey Response Frequency – Social Capital Skills and Resources 
 
Job/Credential 
Seekers n (%) 
Job/Credential 
Obtainers n (%) 
Political and Financial Social 
Capital...owns shares in the 
stock market 
Don't know anyone who... 13 (87) 9 (82) 
Immediate family member 1 (7) 1 (9) 
Extended family member - - 
Friend - - 
Associate 1 (7) 1 (9) 
Self - - 
Personal support Social 
Capital…owns a car 
Don't know anyone who... 1 (7) 1 (18) 
Immediate family member 10 (67) 4 (36) 
Extended family member - 1 (18) 
Friend 1 (7) 1 (9) 
Associate - - 
Self 3 (20) 2 (18) 
N=85 
Survey Data - Perception of Social Networks 
Perception of personal social network is assessed in the third section of the 
survey.  Respondents were asked to review 15 questions in random order about how they 
perceived various social interactions.  In this section of the survey, respondents were 
instructed to indicate a level of agreement statements on the chart, by circling a number: 
one means ‗very often’, two ‗often‘, three ‗sometimes‘, four ‗rarely‘, and five ‗not 
applicable‘.  For analysis, the perceptions section questions are categorized in four types: 
Dissatisfaction with the present network, integration of different types of relationships in 
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the network, expectation and propensity to mobilize social resources, and propensity to 
make new contacts.  Responses are detailed in Table 4.14 
Table 4.14 – Survey Response – Perception of Social Network 
 
All 
Respondents 
n (%) 
Job/Credential 
Seekers n (%) 
Job/Credential 
Obtainers n (%) 
Propensity to make new contacts 14 (52) 8 (51) 6 (55) 
Integration with different types of 
relationships in their networks 
13 (50) 8 (52) 5 (47) 
Dissatisfaction with their present social 
network 
12 (45) 7 (47) 5 (42) 
Expectation and propensity to mobilize 
resources 
10 (38) 5 (30) 6 (55) 
N=85 
 
Responses to the final section of the survey offer some insight in terms of 
participants‘ employment status.  While the Dissatisfaction with social network and 
integration of different types of relationships in the network categories did not result in 
significant relationship to respondents‘ education and employment outcomes, forward 
regression results show that propensity to make new contacts and expectations and 
propensity to mobilize social resources are related to respondents‘ employment 
outcomes.  Specifically, the regression results in Table 4.12 suggest that respondents who 
indicate that they very often or often easily make new contacts with others also reported 
employment.  Similarly, those who indicated that they can very often or often count on 
neighbors to help with a serious problem also reported employment.  Together, these 
models explain about 34 percent of the difference between participants who reported 
being employed and those who did not. 
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Table 4.15 – Stepwise Regression Results for Social Capital Factors Related to 
Employment 
Model Variable Adjusted R 
square 
df F Significance 
1 Propensity to make new 
contacts 
.167 1 6.000 .022 
2 Expectations and 
propensity to mobilize 
resources 
.167 1 8.701 .007 
Model 1 = Respondent reported high Propensity to Make New Contacts; Model 2 = Respondent reported 
high Expectations and Propensity to Mobilize Resources 
 
 
The findings from the skills and resources section of the survey suggest that the 
study group on average has some access to personal support that has the potential to 
improve their education and employment outcomes.  The findings from this section of the 
survey offers further insight into the rate at which respondents are likely to mobilize these 
support resources.  Combined, these findings suggest that it is important for OSY to both 
have access to social capital such as personal support and be willing to marshal these 
resources to achieve better education and employment outcomes for themselves. 
The importance of OSY perception of their social network and their expectations 
for future success are discussed in detail during the analysis of the focus group and 
interview data.  In the sections that follow, the data analysis results from the WIASRD, 
survey responses, and focus group and interview transcripts are synthesized to offer 
possible answers to the research questions noted in the beginning of this study. 
 
Focus Group and Interview Data Analysis 
Of the six scheduled sessions, three focus groups were conducted (no participants 
showed up for three of the scheduled sessions).  There was an average of six participants 
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per group; the remainder of the data was collected via individual interviews – four in 
person interviews and two phone interviews.  As noted previously, 18 individuals 
participated in focus groups and six completed individual interviews.  The demographics 
of focus group participants were similar to those of the survey respondents. 
For analysis of this data, an inductive process was utilized to move from specific 
responses of participants in the focus groups and interviews to general themes that help 
highlight how the participants use resources in their local environment, and point to 
possible factors contributing to credential and employment outcomes for the study group.  
Due to the relatively moderate amount of qualitative data involved, the researcher elected 
not to use the NVIVO 8 software for this analysis. 
The analysis entailed a four step procedure, beginning with direct transcription of 
the discussion from notes and tapes.  Coding began after all transcriptions were 
completed and the transcripts were read twice.  Transcripts were typed in a word 
document, and labeled with the date, time, and group identifiers for each session or 
interview.  Step two involved coding the transcript data into specific elements.  Initially, 
56 possible elements were considered; these were narrowed down to 40, based on 
interpretations obtained from reading and re-reading of the transcripts.  Then, using the 
primary coding sheet with the list of 40 elements, a coding category was marked off each 
time it appeared in the transcripts.  During this step, discussion items that appeared to fit 
multiple categories were coded in each as appropriate. 
Step three entailed dividing the coded data into smaller categories and assembling 
information into themes.  The process used to recognize themes included looking for 
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words or phrases that were repeated frequently and/or appeared to highlight an important 
idea for participants.  Opposite or contradictory phrases to themes and concepts were also 
highlighted.  When new categories were added, the original transcripts were re-read once 
again to mark each example of the new category.  Five categories were developed in this 
step: support, barriers, community conditions, resources, and expectations.  These coding 
categories were selected because they were either predominant in all of the transcripts or 
across several transcripts. 
During the final step, data was grouped into categories that allowed comparison 
of statements made by members of job/credential seekers and job/credential obtainers in 
the study group.  This step included development of major themes for the categories, and 
highlighting significance of the data which supports results obtained through other data 
analysis.  Seven major themes were developed from the transcript data, and each theme is 
presented below.  The results are analyzed in the context of findings from the WIASRD 
SPSS test results and findings, as well as the survey results and findings. 
 
Focus Group Data - Major Categories & Resulting Themes 
This section offers a description of the experiences of out-of-school youth and 
their perceptions about their ability to be successful in postsecondary education and in the 
job market.  The same protocol was used for each of the groups as well as the one-on-one 
interviews.  Participants were asked a series of questions related to community resources, 
postsecondary education and credential obtainment, and employment and employment 
retention.  The following major categories are explored in further detail below: 
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 Educational experiences and expectations 
 Employment experiences and expectations 
 Attitude about resources 
 Community and family matters 
 Barriers to success 
 Outlook for the future 
 Desire for a support system 
A discussion of each category, along with an interpretation of results and discussion of 
themes from the analysis, is presented in the sections that follow. 
 
Job/Credential Obtainers have positive educational experiences and expectations: 
The participants‘ discussion regarding education and training experiences ranged 
from a general sense of satisfaction and ability to succeed, to complete dissatisfaction and 
frustration.  Overall, job/credential seekers spent more time discussing the aspect of 
education and training than job/credential obtainers.  The discussion from job/credential 
seekers included vivid recollections of bad experiences in high school, and subsequent 
negative experiences and/or expectations regarding post-secondary school: 
School did not prepare me for training or college.  The material they give you is 
not up to par; in college they have subjects that we didn‘t even touch in high 
school.  I was totally unprepared and I dropped out.  Some of the teachers in 
[name of specific high school purposefully omitted] are not certified.  
(Respondent B, Black Male, 21) 
 
Another job/credential seeker (in a different focus group session) noted similar 
frustrations with the same high school: 
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[name of specific high school omitted intentionally] is trash – I came to this 
school district in my senior year; my other school had computers, books, no leaks 
in the ceilings, no flooding in the bathroom. (Respondent T, Black Female, 18) 
 
Job/credential seekers participants expressed concerns about the value of a high school 
credential, including the GED: 
For real, a GED or high school diploma don‘t [sic] even mean anything anymore. 
(Respondent M, Black Male, 19) 
 
Two job/credential seekers expressed positive or neutral opinions about school, and noted 
that a student‘s unwillingness to attend postsecondary school is not always a bad thing: 
 
Really school is what you make of it.  It is possible to finish and get a degree or a 
license – all you have to do is try. (Respondent P, Black Female, 21) 
 
Sometimes college just ain‘t [sic] for that person – it wasn‘t for me. (Respondent 
L, Black Female, 20) 
 
Additionally, job/credential seekers participants made comments that spoke to a general 
sense of limited opportunity in relation to those they perceived to be available to youth in 
or from other areas: 
And another thing is the US economy, schools and teachers, they just want us to 
know what they want us to know – other kids in other countries learn way more 
than us – foreigners in this country – they know more than us too! (Respondent K, 
Black Male, 19) 
 
In contrast to the tenor of the discussion from the majority of job/credential seekers 
regarding their educational experiences and expectations, the discussion from 
job/credential obtainers was mostly positive or neutral: 
You can finish training or college, but only if you put yourself into it; if you are 
playing around you won‘t be successful. (Respondent A, Black Female, 21) 
 
I felt prepared for school and work.  Well, it depends on the school, like my 
school I think it did, but others may not. (Respondent W, Black Female, 20) 
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[name of specific high school omitted intentionally] was not accredited when I 
went there – but I moved, and then at that school, it was like, everyone was set; 
but no one told me about student loans for college. (Respondent C, Black Male, 
21) 
 
Analysis of this data suggests that overall job/credential obtainers in the study group had 
more positive education experiences than job/credential seekers.  That positive 
experience may have an influence on expectations for education outcomes in the future.  
These findings are also consistent with findings for the perceptions of social network 
section of the social capital survey; the results indicate that job/credential obtainers have 
a much higher expectation of their social networks than job/credential seekers.  The 
findings imply that a positive perception of education, and/or positive expectations of 
education may be factors in the ability of OSY to successfully re-connect to the education 
system and obtain a credential. 
 
Job Seekers/Obtainers have a mature viewpoint of employment experiences and 
expectations 
In terms of participants‘ experiences and expectations with the job market, the 
general consensus among participants from both groups is that the downturn in the 
economy has had a negative impact on the ability of young people to find work.  
Job/credential obtainers had a considerable amount of discussion on the topic of work, 
when compared to the level of conversation on this topic for job/credential seekers 
participants.  In terms of prospects for work, job/credential obtainers gave reasons for 
youth unemployment (outside of the economy) that spoke to age and maturity issues: 
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There are enough jobs but people don‘t hire inexperienced young people. 
(Respondent E, Black Female, 21) 
 
There are enough jobs.  Some young people don‘t have jobs or can‘t keep jobs 
because they just don‘t go to work, or they go in late to work, stuff like that.  One 
of my friends – he‘s laid off now – I be on my way to work and I see him, he be 
like, man, I‘m not going in [sic]…(Respondent F, Black Male, 20) 
 
Young people have trouble keeping a job because they are immature, they are like 
‗its my way or the highway‘.  You need to start them off working at a young age – 
like the Asians – they are in school all the time. (Respondent E, Black Female, 21) 
 
In general, job/credential obtainers expressed awareness of the importance of keeping a 
job, as well as the connections to career goals: 
There is a difference between a job and a career. (Respondent D, Black Male, 20) 
 
It depends on if you are trying to make it a career – if so, long stay [at the same 
employer] is very important. (Respondent C, Black Male, 21) 
 
It is important to stay with a job but it depends on if you really enjoy the job; if it 
is something I do like, then that‘s when you stay and you get offers for benefits 
and it is also good to stay with an employer for a while because references are 
important if you move.  It seems like if you can get a job, it is not so hard to keep 
a job. (Respondent G, White Female, 23) 
 
If you don‘t stay with a job for a while, then your resume will have holes in it – 
they [potential employers] will be wondering why you can‘t finish nothing [sic]; 
you want to be dependable. (Respondent U, Black Female, 20) 
 
The job/credential seekers‘ comments referred primarily to lack of employment 
opportunities, or in ability to maintain employment.  Comments were also made that 
spoke to perceptions of limitations of youth employment and training services. 
There‘s really not enough resources out [sic] that help young people get jobs; you 
have to have a resume, and ID card, a clean record, all that to get a job. 
(Respondent J, Black Female, 20) 
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There is [sic] not enough jobs; the employers sometimes over look us – can‘t 
blame them – cause some just don‘t want to work. (Respondent B, Black Male, 
21) 
 
You can get a summer job through the youth program, but it needs to last longer; 
if people are doing good at the job, then don‘t just let it end. (Respondent T, Black 
Female, 18) 
 
We need longer times in work experience and we need hands on training in 
different categories of work. (Respondent Q, Black Female, 21) 
 
A review of this theme highlights the differences in employment experiences and 
expectations that members from the job/credential obtainers group have compared to 
job/credential seekers.  The former group made references to concepts such as career, 
benefits, job references, and dependability.  It is not surprising that youth who are 
currently employed would report a more favorable perception of the job market than 
those who are currently unemployed.  However, when combined with the findings from 
the WIASRD data analysis, this data offers a fuller picture.  Recall that stepwise 
regression tests suggest that study participants who accessed leadership development 
activities were more likely to be employed in the third quarter after exit.  This leadership 
finding is consistent with the overall tone of maturity and responsibility that is evident 
across the discussion among job/credential obtainers. 
 
Job/Credential Obtainers are willing to seek out and utilize resources in their 
communities 
This section details participants‘ experiences with services, agencies, or tools that 
are designed to help with various social and workforce service needs.  Participants‘ 
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discussion included comments on the availability of resources, the adequacy of services, 
knowledge about resources, willingness to share information about resources, and the rate 
at which young people tend to access various tools and services.  An issue that came up 
in multiple discussions with members from both job/credential seekers and job/credential 
obtainers is the lack of advertisement for resources that can be helpful to young people 
who are seeking help with training or work, particularly the WIA youth program or 
related workforce programs.  In addition to lack of awareness about resources 
job/credential seekers expressed concerns about the adequacy of some resources: 
I really can‘t say where I would go to find help in my community – got to go out 
of the City. (Respondent B, Black Male, 21) 
 
Yeah, in school, they don‘t even teach you how to be out in this world; how to 
live your life, how to get a job, open a bank account, pay your bills, all that stuff – 
they don‘t teach you that in school. (Respondent J, Black Female, 20) 
 
Not surprisingly, a number of the participants from each group referenced the 
specific youth program they had experience with in the past during the sessions; the 
overall feeling expressed by participants was one of satisfaction and gratitude for the 
program, or for thankfulness for specific program workers.  One participant from the 
job/credential seekers group was particularly moved when recounting her experience with 
the program: 
[program name purposefully omitted] still keeps in contact with me.  When I 
dropped out of school and had my child, the program was the only one that helped 
me – and my grandmother supports me.  The program shows you how to become 
an adult, how to read, everything.  They are the best – I love it that they still check 
on you. (Respondent H, Black Female, 20) 
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A job/credential obtainer noted similar satisfaction with the youth program, and also 
indicated a willingness to share information with her peers: 
I get help in my community from the youth program; they show me resources in 
my community; the program helped with my utility bill and helped me get my 
birth certificate; I tell my friends about the youth program. (Respondent W, Black 
Female, 20) 
 
Similar to the closing part of the previous statement, job/credential obtainers expressed 
sentiments that indicated both a willingness to share information about resources, as well 
as a willingness to seek out information about resources available in their communities: 
There are some friendly neighbors, but you have to ask, you have to let your 
guard down. (Respondent E, Black Female, 21) 
 
I read about the program in the newspaper, and it is right by Social Services too.  
Sometimes, they don‘t ask for help with childcare.  The help don‘t just come to 
you; my friends are really surprised when I tell them about the help I got. 
(Respondent G, White Female, 23) 
 
I think most people my age just need a mentor; I had several – that‘s more helpful 
than anything else, everyone I know with a mentor has made it. (Respondent A, 
Black Female, 21) 
 
Across the focus groups and interviews, job/credential obtainers expressed much more 
willingness to seek out resources and information in their local communities when 
compared with job/credential seekers.  There is alignment between the analysis of focus 
group participants‘ attitude about resources and the survey data analysis, which suggest 
that successful study participants have a higher propensity to mobilize resources. 
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Job/Credential Obtainers and Seekers contend with similar community and family issues 
Discussion items for this theme centered on youth perceptions of their 
neighborhood, how safe they feel living in these environments, how many professionals 
live in the area, and what the social norms are in their immediate circles.  In terms of 
community conditions, participants from both groups expressed concern about issues 
such as crime, poverty, and violence: 
I think it [my community] needs improvement; fix some of the abandoned 
buildings being used as drug houses! (Obtainer, Respondent A, Black Female, 21) 
 
You have to look at the environment – no professionals that I know live in my 
community.  People living in poverty and everything [sic]. (Seeker, Respondent S, 
Black Male, 19) 
 
In my community, I‘ve been scared to go outside; there are ‗fake‘ gangs causing 
trouble; a lot of my friends dying [to violence] when I was in high school; I 
moved so much so I saw a lot.  People don‘t want to go out and face what is out 
there; parents are putting it [sic] that you don‘t have to work – because something 
might happen. (Obtainer, Respondent E, Black Female, 21) 
 
Members from both groups also described a lack of professionals living in their 
communities, but there were some exceptions with participants who noted that 
professionals such as business owners, firemen, and nurses live in their neighborhoods 
and communities.  Additionally, members from both groups expressed concern and 
frustration about the acceptance of poor behavior or low attainment for people in their 
communities. 
People in my community settle, they are too easily influenced – they are 
followers. (Seeker, Respondent B, Black Male, 21) 
 
Where I‘m from, for real, it‘s like money see, monkey do! (Seeker, Respondent J, 
Black Female, 20) 
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Parents are trying to be their kids‘ friends, and not raise them. (Obtainer, 
Respondent E, Black Female, 21) 
 
They hire just anybody to work in the schools where I live – drug users, sex 
offenders, you name it. (Seeker, Respondent K, Black Male, 19). 
 
The general consistency of comments between job/credential seekers and job/credential 
obtainers suggests that study participants are contending with similar community and 
family issues, and there is relatively little difference in the type of community 
environments for the participants.  This corresponds to the survey data findings on 
occupational prestige; members of both groups reported very high knowledge of similar 
occupations (such as cosmetologist, members of the clergy, and food service workers).  
Likewise, members from both groups reported very low knowledge of similar 
occupations (such as real estate agent, dentist, or gardeners/landscapers). 
 
Job/Credential Seekers are dissatisfied with their current social networks 
Several issues were raised by members of both groups in terms of things that keep 
them or their peers for obtaining education and employment goals.  Barriers discussed by 
participants include the lack of a high school diploma or some type of secondary school 
credential, lack of transportation, limited financial support, and pregnancy.  Childcare 
issues were discussed on multiple occasions, by several participants from both groups.  
Job/credential seekers spent a considerable amount of time discussing the various barriers 
to success and expressed frustration with both the need to use social services, as well as 
feeling discouragement when dealing with social service workers: 
Sometimes young girls have kids and its not much you can do; I try not to depend 
on the system too much, I don‘t want to, but it‘s hard to get a job without a GED; 
you know how you have to find a babysitter – me and my grandma does it [sic] – 
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but her father is not in her life – that is most of the problem.  It is hard to take care 
of kids by yourself – my mom is in Florida and my dad is incarcerated.  (Seeker, 
Respondent H, Black Female, 20) 
 
And the people at DSS [department of social services], they look down on you 
and they talk down to you. (Seeker, Respondent K, Black Male 19) 
 
The general tone of frustration among the job/credential seekers is consistent with survey 
findings which suggest that these study participants were more likely to report 
dissatisfaction with their social networks. 
 
Job/Credential Obtainers have a positive outlook for their future 
In terms of outlook for the future, participants from both groups generally 
expressed the opinion that they and their peers can be successful in the future.  The 
consensus appeared to be that determination on the part of the young person will make 
the difference, regardless of their circumstances: 
Their determination is what makes a young person successful. (Respondent A, 
Black Female, 21 – Job/credential obtainer) 
 
Young people can make it – it really comes down to what you want; wanting to 
move past it [past issues or problems] and be a better person; you have to be 
persistent, keep trying. (Respondent E, Black Female, 21 – different 
Job/credential obtainer) 
 
I just had to walk to work – I needed the job and sometimes I didn‘t have a way to 
get there.  My friends would be like ‗why are you walking?‘ but it was that or 
nothing. (Respondent D, Black Male, 20 – Job/credential obtainer) 
 
Want something better – you gotta [sic] – people live for a day – I say you gotta 
[sic] live for a future. (Respondent B, Black Male, 21, Job/credential seeker) 
 
I want to take care of myself and my child because she is my responsibility – I‘d 
rather have a high school diploma. (Respondent H, Black Female, 20, 
Job/credential seeker) 
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While there was general consensus between the groups that success is possible, this 
sentiment was expressed by more job/credential obtainers.  Similar to the experiences and 
expectations regarding employment, it is not surprising that the study participants who 
already obtained some measure of success have a better outlook for the future.  This 
finding aligns with the survey results regarding job/credential seekers high expectations 
of social networks and lower level of dissatisfaction with their social networks. 
 
Job/Credential Seekers and Obtainers have a strong desire for a support system 
The final theme that emerges from the qualitative data is a strong desire for some 
type of support system.  Participants in virtually all of the group sessions and individual 
interviews made some reference to this concept.  Referenced elements include the need 
for motivation, help negotiating society, caring, inspiration, and support in times of crisis.  
Participants expressed concern that they and their peers lacked support traditionally 
available through families. 
This theme of support system occurred at various points during the overall 
conversation, and particularly during the opening and closing portions of the sessions and 
interviews.  When the opening question, ‗What is it that makes a young person successful 
in today‘s job market, especially if a young person has had some difficulties, either in 
school or in life at one point or another?‘ and the closing question, ‗What can people who 
want to help young adults obtain success in school and work do to help those who are 
having trouble?‘ was posed to the participants, their responses almost unanimously 
referenced the concept of the support system. 
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Keep trying to reach out – don‘t give up; try to influence in the right way.  Young 
people have to stay motivated. (Respondent B, Black Male, 21 – Job/credential 
seeker) 
 
They [youth program] call and see how I‘m doing – I love that program because 
they are very supportive – very supportive – they set up days to help you study.  
Some young people don‘t have people in their household that will support them 
and they tell them ‗you got a baby, you can‘t do it, who‘s gonna [sic] watch the 
baby?‘ (Respondent H, Black Female, 20 – Job/credential seeker) 
 
Too many people in the world today don‘t care about you; but she [youth 
counselor] did not give up on me, and you need people like that especially when 
you feel like giving up on yourself; all of us need that...you also need a support 
system.  People fail because the support system is just missing. (Respondent J, 
Black Female, 20 – Job/credential seeker) 
 
If there were more adults that actually reach out to youth – I‘ve been here 24 
years and I don‘t know any – all of my decisions have been on my own. 
(Respondent G, White Female, 23 – Job/credential obtainer) 
 
People aren‘t in school because they don‘t have that extra push.  That friend or 
person that don‘t [sic] mind helping you. (Respondent D, Black Male, 21 – 
Job/credential obtainer) 
 
I think most people my age just need a mentor.  I had several – that‘s more helpful 
than anything else – if you have encouragement and feel like someone is there for 
us [sic], most of the times – everyone I know with a mentor has made it – we can 
make it. (Respondent A, Black Female, 21 – Another Job/credential obtainer) 
 
Findings of this theme are somewhat at odds with results from the WIASRD data 
analysis, which did not suggest any significant relationship between adult mentoring and 
credential or employment outcomes.  However, the results do match those from the 
regression analysis of the WIASRD data which indicate that study participants who 
access supportive services were more likely to be employed.  This information also 
implies that study participants, regardless of their employment status, desire connections 
to a support system. 
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It should be noted here that, difficulties in recruitment notwithstanding, the out-
of-school youth who did agree to participate in this study, did so in such an enthusiastic 
manner that it warrants particular emphasis.  Several of the focus group respondents 
offered to participate in future groups or studies; one member even sent a thank-you text 
to the researcher following his one-on-one interview, expressing his willingness to 
provide the youth perspective at any time.  While the incentive provided to each 
participant ($20 and refreshments during the session) was clearly appreciated, it is 
plausible that a significant part of the enthusiasm expressed by the participants has to do 
with the likelihood that they (and out-of-school youth in general) are not often queried 
about their feelings, experiences, and expectations, especially by practitioners and 
policymakers. 
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CHAPTER 5 - SUMMARY AND CONCLUSION 
 
Summary of Study Purpose 
As noted previously, the purpose of this dissertation is to identify factors that help 
out-of-school youth make a successful transition to postsecondary education and 
employment.  The study analyzed data collected from a cohort of out-of-school youth 
who participated in WIA employment and training programs operated in the 
Commonwealth of Virginia.  It is important to keep in mind that the WIA youth program 
it is not the only such program available to young adults who find themselves 
disconnected from school and work; moreover, determining the success or failure of WIA 
youth programs is not the goal of this research.  The purpose of the study is to 
comprehensively consider a particular group of young adults with similar barriers, who 
received similar interventions, and achieved different outcomes. 
The primary research question for this study is: why are some out-of-school youth 
with barriers to education and employment able to succeed in the job market, while 
others who face similar barriers are unable to obtain occupational skills credentials 
and/or employment?  While causality cannot be assigned to the findings detailed in 
Chapter 4, the results of the data analysis do offer additional information to aid in 
consideration of the factors that can lead to success for youth who were previously at-risk 
and disconnected from the education system and/or labor market. 
This final chapter offers a summary of the methods utilized for the dissertation, 
and explores options for possible methodological improvements for similar research in 
the future.  The chapter continues with a summation of the research findings and offers 
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reasonable conclusions based on the discoveries uncovered during the study.  The closing 
section is dedicated to a discussion of the implications and recommendations for policy 
makers and practitioners. 
 
Summary of Methods 
The scope of the research question for this study required the selection of a mixed 
methods research design.  As detailed in Chapter 3, a research strategy integrating 
different methods is likely to produce better results in terms of quality and scope, and it 
encourages the researcher to probe the underlying issues assumed by one method 
(Sydenstricker-Neto, 1997).  It proved appropriate to use multiple techniques to better 
understand the process out-of-school youth utilize to achieve education and employment 
success; for example, the survey data combined with face-to-face interviews allowed the 
researcher to comprehend more fully complex behaviors and attitudes of out-of-school 
youth. 
The mixed method approach was selected for the purpose of expansion, which 
provided richness and detail to the study and resulted in better understanding of how out-
of-school youth experience the education system, job market, and their community in 
general, and what those experiences mean to them when it comes to securing a credential 
and obtaining and maintaining gainful employment.  The mixed method design was also 
selected based on the concept of initiation.  Paring results from the secondary data set and 
focus group analysis along with themes from the focus group and interview data allowed 
for consideration of not only outcomes of out-of-school youth, but also the particular 
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circumstances within which the youth elected to act, and the influence that this context 
has on their outcomes.  A final justification for using mixed methods in this study is 
triangulation, which allowed the researcher to examine the consistency of findings 
obtained through different instruments.  By using quantitative and qualitative data 
analysis, the preliminary conclusions for this study are more defensible.  Triangulation is 
particularly helpful in this study, due to the sample size limitations.  By using mixed 
methods, the researcher was able to minimize the degree of dependence on any particular 
method, thereby reducing bias and increasing overall objectivity. 
Limitations 
The study findings should be considered in light of the limitations discussed in 
Chapter 3.  Primarily due to the small size of the study population, findings cannot be 
generalized to other parts of the state.  Also, because youth in the study were not selected 
systematically from the entire population of youth at risk, their behaviors and outcomes 
cannot be assumed to represent those of the full at-risk youth population.  Regarding the 
control variables and potential impact of structural factors on youth employment and 
education outcomes, it should be noted that several variables were not available for the 
secondary data analysis, as they are not collected by the WIA programs; those variables 
include parental education, parenting skills, density of living conditions, and mobility.   
In terms of the social capital measures, it is important to note that social capital 
(such as personal resources and political and financial skills) that may be available to out-
of-school youth is not purely a function of whether their family, friends or associates 
have the resource, but also a function of those individuals‘ willingness to provide access 
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to the resource in question to the youth.  For the purpose of this study, it is assumed that 
all measured social capital resources were indeed available if the youth indicated access 
to the resource.  However, this is a limitation of the study and future work should include 
efforts to further measure indicators of resource availability. 
 
Summary of Findings 
At this point, it is helpful to review the initial expectations of the research, in light 
of the actual research findings.  As noted in the introduction, this is an exploratory study 
and as such, a specific hypothesis was not proposed.  However, four specific research 
expectations were outlined:  
 the portion of the study population who managed to obtain credentials and 
employment were able to do so because they have more access to social 
capital in their communities; 
 significant differences in the availability of social capital will be evident 
between rural and urban communities; 
 youth who obtain and maintain employment are those who obtained a 
credential and have higher education outcomes when compared to those study 
participants who did not obtain or maintain employment; and,  
 members of the study population who have not obtained a credential and/or 
employment will be more difficult to recruit for the study when compared to 
those who obtained a credential and/or employment. 
These research expectations are compared to the actual research findings in the 
sections that follow.  Altogether, the research findings detailed from the secondary data 
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source, the survey data, and the focus group data combine to offer some useful insight 
about contributing factors to success for out-of-school youth.  Due to the limitations 
previously outlined, as well as the exploratory nature of this research effort, it is critical 
to note that these findings are not definitive or conclusive in nature.  Rather, they offer 
clarification to the research questions that can guide future efforts regarding Out-of-
School Youth.  The data can be synthesized to offer possible answers to the research 
questions noted in the beginning of this study: 
 What are the contributing factors to success in credential obtainment for out-
of-school youth? 
 How do out-of-school youth locate and use resources in their local 
environment? 
 What are the contributing factors to success in obtaining employment for out-
of-school youth? 
 What are the contributing factors to success in maintaining employment for 
out-of-school youth? 
In terms of contributing factors to success in credential obtainment, the survey 
data suggests that out-of-school youth who indicate higher access to personal support and 
political social capital also report higher education outcomes; the focus group data 
reinforces this concept of support as a possible factor that will help youth obtain post-
secondary education success.  This finding supports the research expectation that the 
portion of the study population who managed to obtain credentials and employment were 
able to do so because they have more access to social capital in their communities.  
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However, further investigation is necessary to explore the participants‘ indication of 
access to social capital, in the context of willingness of members in their social networks 
to provide access to this capital. 
Regarding the question of how out-of-school youth locate and use resources, the 
secondary data analysis results show a positive relationship between the use of supportive 
services, summer employment, and leadership development to youth employment 
outcomes.  The survey and focus group data provides possible evidence for this 
relationship, in that job/credential obtainers reported a much higher propensity to 
mobilize resources.  The data also suggests that successful out-of-school youth 
proactively access and use a wide range of resources, including neighbors, community 
services, social programs, and family members and friends.  Although the researcher 
anticipated that differences in opportunities and resources available in urban areas, versus 
rural localities would be illustrated in the research findings, these issues did not 
materialize.  Due to the limited study population size, it is possible that geographic 
differences are there, but are not significant enough to impact outcomes.  This is an area 
for additional focus for future research. 
Finally, contributing factors to success in obtaining and maintaining employment 
are evident across the data collected for this study.  The secondary data suggests that 
youth who accessed supportive services at higher rates also reported higher rates of 
employment in the first quarter after exit, and youth who accessed leadership 
development resources reported retention in employment.  Similarly, the survey data 
shows that use of resources and ability to establish contacts (a skill that is enhanced 
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during leadership development activities) may account for a significant part of the 
difference between participants who maintain employment and those who do not. 
The discussion items highlighted in the employment experience and expectations 
theme from the focus group data analysis also support the premise that youth need a 
strong support network and a strong awareness of the importance of keeping a job, as 
well as connections to career goals, in order to be successful at retaining employment.  
Additionally, the survey data findings highlight a strong relationship between the 
expectations and propensity of out-of-school youth to mobilize social resources and 
positive employment outcomes.  These findings conflict with the research expectations 
that youth who obtain and maintain employment are those who obtained a credential 
and/or have higher education outcomes than those youth who did not obtain or maintain 
employment.  Again, it is critical to note that the limitations of the study are likely to 
have influenced the findings, particularly those derived from the survey, focus group and 
interview data. 
Relation of Study Findings to Theoretical Framework 
In this section, several themes in the literature are reviewed in the context of the 
study findings.  According to Erickson (1959), the characteristic of intimacy includes the 
ability to navigate relationships, including social relationships, and work-related 
situations; this development begins in the early adult stage and is essential for an 
individual to achieve successful transition into the subsequent stages of adulthood.  It is 
realistic to presume that OSY have experienced some difficulty in developing some of 
the characteristics outlined by Erickson, and particularly the characteristics included his 
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definition of intimacy.  It is also reasonable to suggest that these same characteristics can 
be fostered in OSY who participate in leadership development activities.  Support for this 
notion is evident in the study findings; for example, WIASRD data regression tests show 
a significant association between successful employment outcomes with leadership 
development, and survey data analysis show a significant association between skills 
acquired during leadership development (responsibility, ability to navigate relationships 
and mobilize resources) and positive employment outcomes.  This concept is also 
reinforced through analysis of the focus group and interview data, which points to a 
higher level of maturity in the discussion of work experiences and expectations for 
job/credential seekers. 
Given the literature on social capital theory, one would expect to see influence of 
work role identity on OSY employment outcomes.  Previous research suggests that youth 
can develop an understanding and formulate accurate expectations of their work role if 
their social networks include adults with relative applicable roles (Thomas and Daniel, 
2007).  However, this notion was not clearly evident in the analysis of the survey data 
regarding occupations; job/credential seekers and job/credential obtainers reported very 
similar access to occupational types – a diverse range of occupations and knowledge of 
individuals working across each level of occupational prestige.  Another central 
component of human capital theory is that investments in human capital are long term, 
and as a result, age has a direct implication for employment outcomes.  Although no 
association or relationship between education or credential outcomes and employment 
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was evident in the study population, the age of study participants was shown to be 
positively correlated with employment outcomes. 
In terms of social capital theory, the study data supports the literature regarding 
obligations and expectations and information channels.  Results from the survey data as 
well as focus group analysis indicate that the level of expectation of social networks an 
OSY participant has is associated with their credential and employment outcomes. 
Likewise, the data provides evidence which suggests that OSY participants who have a 
higher propensity to access information and resources have better education and 
employment outcomes. 
While information concerning the social capital concepts of strong and weak ties 
was not clearly evident in the study results, there is some evidence of possible connection 
between the ‗location‘ of political and financial support capital, and personal support 
capital.  The social capital survey findings suggest that study participants who reported 
more immediate family members (strong ties) with high political and financial capital 
were likely to report higher education outcomes, while those who report more extended 
family members and friends (weak ties) with high personal support capital were more 
likely to report positive employment outcomes.  This relates back to Granovetter‘s (1973) 
concept of weak ties as a way determinate of economic mobility, as well as Putnam‘s 
(2000) concept of bridging as a way to help individuals advance in society. 
The literature review chapter of this study concludes with the presentation of a 
proposed conceptual framework, illustrating how major themes from existing research 
link to the dissertation research question of why some youth with barriers to education 
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and employment are able to succeed in the job market.  The proposed model begins with 
Erikson‘s theory, includes direct and indirect elements of social capital as important 
determinants in employment outcomes, and direct and indirect elements of human capital 
as determinants in education and employment outcomes for OSY.  Based on the study 
findings as detailed in the previous chapter, a modified framework is offered in Figure 
5.1 that illustrates factors that have a positive influence on OSY education and 
employment outcomes. 
Figure 5.1 – Factors that Influence OSY Education and Employment Success 
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Social Support Network: 
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5.1 suggests that success for OSY can begin with helping the individual acquire 
and/or enhance the skills needed to navigate relationships, including social relationships, 
and work-related situations – characteristics that can possibly be addressed through 
leadership development.  This can result in the increased propensity of OSY to mobilize 
resources available in their communities.  The concept suggests that once OSY are 
prepared to capitalize on available resources, bridging, or linking OSY to individuals who 
possess high political and financial capital, as well high personal support capital can 
result in positive education outcomes.  Likewise, linking OSY to early work experience 
and related supportive services can result in positive employment outcomes. 
The figure includes an open circle indicating a social support network at the top 
and the bottom of the framework process.  The top open circle denotes that OSY can find 
their way into the ‗success process‘ via targeted outreach from a combination of family, 
friends, government program staff, community-based organization representatives, and 
faith-based organization members.  The bottom open circle represents the need for this 
same type of support from individuals and agencies to ensure that OSY will have access 
to a safety net when they experience transitions and periods of crisis. 
 
Conclusions 
The findings of this study offer an intimate look at a small segment of the Out-of-
School Youth population, and their experiences with education and employment systems.  
This information will provide valuable for further research efforts in determining the 
specific factors that influence successful outcomes for at-risk youth.  Tentative 
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conclusions regarding those factors are discussed in the sections below; however, the 
most important result of this exploratory effort is perhaps the value that it adds to the 
existing research concerning at-risk youth transitions. 
Some of the findings from this study suggest that out-of-school youth with 
barriers to education and employment can succeed in postsecondary education as well as 
the job market when they have access to social capital in the form of personal support and 
connections to individuals who the youth perceive to be willing to offer assistance in 
times of crisis.  The findings also convey the idea that out-of-school youth who do 
manage to obtain education and employment success have a higher propensity to seek out 
and utilize the resources available in the communities they live in. 
Results from tests of the relationship between leadership development and 
employment retention, combined with the analysis of focus group and interview data, 
suggest that it is possible that out-of-school youth who make good use of resources 
available to them are able to do so as a result of enhanced levels of leadership skills and 
abilities.  These qualities include high motivation, a sense of responsibility, the ability to 
solve problems, and the ability to make contacts and manage outside relationships.  
Moreover, although some of these qualities are certain to be innate characteristics of 
many young adults, the research findings suggest that the enhanced leadership abilities 
evident in the successful out-of-school youth from this study may have been developed as 
a result of leadership development activities received via the WIA youth program. 
Additionally, out-of-school youth in the study population demonstrate a strong 
desire for social support networks that consists of caring and committed individuals with 
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connections to resources and information.  The study findings suggest that this network 
must be durable and sustained, because many out-of-school youth will not find 
immediate success, but will experience intermittent periods of crisis (such as having a 
child or losing a job).  As the literature review notes, a strong family structure can have 
very positive effects for youth, particularly during times of need; families with strong 
social capital can provide direct support to the young adult in crisis, including emotional 
support, financial assistance, guidance and information (Sampson and Laub, 1993; Caspi, 
Wright, Moffitt and Silva, 1998).  However, as several study participants pointed out 
during the focus groups, many out-of-school youth lack access to this type of family 
structure; it is plausible that the concept of a social support network would be a welcome 
proxy. 
The availability of resources is appears to be a necessary but insufficient 
condition for disconnected youth to find their way back in to education and employment 
systems, and eventually obtain successful outcomes.  The experiences of job/credential 
obtainers in the study provides evidence that out-of-school youth in particular require a 
catalyst or medium that will help them to identify, translate, navigate, and otherwise 
marshal the various resources available in their communities.  Likewise, the existence of 
a social support network at the beginning or entry point for OSY re-connection is an 
essential component to the success equation, however, since OSY tend to experience 
periodic episodes of re-disconnection - and also tend to have a weaker family structure – 
a continuous network of support must be available to ensure that OSY are able to obtain 
credential and employment success for the long-term. 
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It is necessary to offer a point of caution in regard to the preliminary conclusions 
that have been discussed in this section.  To say that the findings suggest the members of 
the credential/job seeker group were not able to obtain education and employment 
success because they just do not try hard enough would be an over-simplification of this 
study.  In fact, the analysis of the data suggest that the youth in the study (seekers and 
obtainers alike) try very hard, working with skills sets that are not always valued in 
education and employment arenas, and within the context of various structural factors 
(such as community conditions, education quality, parental background, and racial issues) 
that shape their experiences and their ability to navigate the systems that are in place to 
help them succeed; in this context their ‗habitus‘ matters. 
Bourdieu (1985) shows us that multiple forms of capital, including social, human 
and cultural, mesh together to create and individual‘s habitus, the norms or tendencies 
that guide behavior and thinking.  Since habitus is not created through individual 
processes, and often leads to patterns of behavior that persist from one context to another, 
it is a critical concept to consider in the overall discussion of how at-risk youth are able to 
navigate through employment and education systems.  This provides compelling 
implications for future research in this area, which are discussed in the following section. 
 
Implications and Recommendations 
Implications for Future Research 
As noted earlier, this dissertation study is an exploratory effort to clarify the 
research questions that can guide future research regarding Out-of-School Youth and 
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factors that influence their ability to successfully reconnect to education and employment 
systems.  Given the study limitations, the findings do not provide a definitive response to 
the research question, and the conclusions should be considered preliminary in nature.  
However, the findings do offer meaningful contributions to existing research concerning 
at-risk youth development, and provide a basis for including additional components in 
future research regarding OSY transitions. 
In particular, the findings regarding resource use and mobilization are compelling 
when considered in the context of agency, as well as structural factors that impact OSY 
employment and credential outcomes.  The literature review notes that factors such as 
limited parental resources and growing up in a single-parent family increase the risk of 
unemployment among young adults (Caspi, Wright, Moffitt and Silva, 1998).  In addition 
to family structure, Astone and McLanahaan (1994) find that mobility and disruption, 
including the disruption of social ties that accompany constant changes in residence is 
related to the lower achievement of some youth populations.  Finally, Bourdieu (1986) 
offers insight into agency, and how environments in which individuals operate at ideal 
levels are not necessarily aligned with the institutions that those individuals must operate 
in to achieve education and employment success. 
Research provides evidence that agency can help individuals in overcoming 
oppressive conditions, but it requires access to resources.  Individuals empowered with 
agency will use resources to meet their goals; however, the process of agency requires 
individuals who help young people negotiate institutional resources and opportunities, 
including information about academic programs, career decision making, role modeling, 
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emotional support, and moral support (McQuat, 2007).  If, as the results for the study at 
hand suggest, OSY may have a better chance to achieve successful outcomes based on 
their ability to mobilize resources, future research should focus attention on the structural 
factors that impact OSY agency. 
 
Recommendations for Youth Program Serving OSY 
In addition to the implications for future research, some public policy implications 
arise from the preliminary findings of this study.  In terms of implementation of youth 
programs under the current Workforce Investment Act regulations, the study findings 
show that many out-of-school youth who could benefit from WIA services may not be 
aware of the availability of these services.  The introductory chapter to this dissertation 
notes that recruitment of out-of-school youth is difficult; the results of this study suggest 
that more attention could be placed on the marketing end of recruitment, in order to reach 
disconnected youth.  Additionally, the study‘s documentation of youth program elements 
that are more highly related to positive credential and employment outcomes for the 
target population may help decision makers better allocate resources to ensure the 
increased availability of those particular elements, such as summer work experience, 
supportive services and leadership development. 
The finding that out-of-school youth in the study desire a social support network 
in order to transition to a point of labor market success indicates that communities at 
large can make better efforts to understand the circumstances faced by out-of-school 
youth; after obtaining an enhanced understanding of the needs of this population, 
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communities can come together to develop practical supports to ensure that more out-of-
school youth will have the chance to make it – to successfully transition to adult roles and 
responsibilities in society. 
The following recommendations are based on the preliminary research findings; 
given the limitations of the study, the recommendations should be considered as potential 
starting points that can be enhanced with additional research on this subject matter. 
 
1. Expand Leadership Development Access 
Given the possible relationship between leadership development activities and 
positive employment outcomes for the study participants, youth service agencies may 
consider expanding the opportunities for out-of-school youth to develop and enhance 
leadership skills.  This can include a wide variety of leadership development activities, 
but the emphasis should be on the objectives of increasing out-of-school youth 
motivation, sense of responsibility, ability to solve problems, and ability to make contacts 
and manage relationships across various connections in society. 
A leadership development activity currently supported by two Local Workforce 
Investment Areas is the Annual Central Virginia Youth Leadership Summit.  WIA youth 
participants, and youth from the community at large, are gathered on the campus of 
Virginia State University in Petersburg for a day-long forum covering a wide variety of 
leadership topics.  Currently in its 8
th
 year, the 2011 theme is ―A Moment for Life‖, and 
includes topics such as civic engagement, conflict resolution, time management, 
resiliency, work ethics, and budgeting.  In addition to participating in the actual event, 
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WIA youth customers are able to develop leadership skills by being engaged throughout 
the year as members of the Summit planning committee. 
 
2. Focus on Follow-up Services 
The study findings suggest that OSY have a strong desire for a social support 
network that may include a combination of family, friends, government program staff, 
community-based organization representatives, and faith-based organization members.  
This type of support network can serve as the point of entry for OSY to begin the re-
connection process, but it should also serve as the safety net when youth experience 
periods of crisis that could lead to future disconnection from education and employment 
systems.  This can be accomplished in many cases by providing regular follow-up 
services to youth participants.  The goal of follow-up service is to ensure job retention, 
wage gains and career progress.  Youth who have multiple barriers and limited work 
histories need continuous follow up services to ensure long-term success in the labor 
market. Follow-up can be accomplished by making regular phone calls and face-to-face 
meetings with the OSY to determine the current status and overall progress; a previously 
noted quote from one study participant clearly illustrates this concept: 
[program name purposefully omitted] still keeps in contact with me.  When I 
dropped out of school and had my child, the program was the only one that helped 
me – and my grandmother supports me.  The program shows you how to become 
an adult, how to read, everything.  They are the best – I love it that they still check 
on you. 
 
WIA youth programs, in addition to other youth programs and agencies, should 
consider investments in efforts to maintain contact and communication with out-of-
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school youth well beyond the initial period of program service.  This will require, among 
other things, dedicated financial and staff resources that may stretch beyond what is 
traditionally made available to these programs.  However, the importance of follow-up 
justifies the expense.  As can be seen throughout the data analysis portion of this study, 
the majority of indicators of program success are measured well after youth officially 
‗exit‘ from a program; additionally, many of the periods of crisis and ‗re-disconnection‘ 
for out-of-school youth happen when they are no longer formally associated with a 
program of service. 
3. Enhance Community Partnerships 
One of the ways that youth service agencies can address recommendations one 
and two is to enhance community partnerships.  As the literature review indicates, out-of-
school youth have the tendency to drop in and out of connection with education, 
employment and service systems.  Stronger partnerships between local government, 
nonprofit, and community and faith-based organizations can work to ensure the 
availability of a durable consistent social support network for out-of-school youth. 
The findings from this study suggest that OSY who may be most in need of 
services are not aware of the resources that are available in their communities.  Nonprofit, 
government and community and faith-based organizations can collaborate on shared 
marketing efforts and outreach activities to increase the likelihood that youth who need 
assistance will learn about available resources.  Additionally, stronger partnerships 
among stakeholders can lead to the articulation of an out-of-school youth policy at the 
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local and/or regional level.  This effort may help to institutionalize the idea of a social 
support network that assures continuity of care for out-of-school-youth. 
 
4. Listen and Learn 
A final recommendation is for stakeholders to create opportunities to listen to out-
of-school youth.  Too often, the public discourse concerning this population of young 
adults consists of negative assumptions about their level of motivation, skill, ability, and 
overall worth.  This dialogue has the potential to cause stakeholders to make policy and 
programmatic decisions that, however well-intentioned, may have the effect of further 
marginalizing an already disconnected group of individuals. 
Recent activity at the local WIB in the study area offers an example of ‗listening 
and learning‘ from OSY.  The Youth Program Coordinator convened a group of 25 OSY 
participants for a focus group to determine their experiences with youth services, and 
their overall needs and expectations.  The WIB staff will take the results of this focus 
group and incorporate major themes into its next Request for Proposals (RFP) for youth 
program service providers.  By giving out-of-school youth the opportunity to lend their 
voice to the conversation, policy makers and practitioners alike can develop a fuller 
understanding of, and appreciation for, the real experiences and expectations that out-of-
school youth contend with on a daily basis, as they attempt to navigate their way through 
life.  Stakeholders can use this information to develop and implement creative ways to 
‗make it work‘ for this valuable population of the emerging workforce. 
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*YOUTH SERVICE PROVIDERS* 
 
LOCAL WORKFORCE INVESTMENT AREA I 
Rural Area Development Association, Inc. 
People, Inc. 
Clinch Valley Community Action 
 Wise Skills Center/Wise County Schools 
 
LOCAL WORKFORCE INVESTMENT AREA II 
People, Inc. of Southwest Virginia 
Rooftop of Va. CAP 
Goodwill Industries of the Valleys, Inc. 
Giles County Partnership for Excellence Foundation, Inc. 
Arbor Career Center 
 
LOCAL WORKFORCE INVESTMENT AREA III 
Goodwill Industries of the Valleys, Inc. 
 
LOCAL WORKFORCE INVESTMENT AREA IV 
Central Shenandoah Valley Office on Youth 
Page County Public Schools 
Bath County Public Schools 
Total Action Against Poverty 
The Highland Center 
Workforce Job Center 
Friendship Industries, Inc. 
 
LOCAL WORKFORCE INVESTMENT AREA V 
Northern Shenandoah Valley Workforce Center 
 
LOCAL WORKFORCE INVESTMENT AREA VI 
TeenSight 
Worksource 
 
LOCAL WORKFORCE INVESTMENT AREA VII 
Lynchburg City Schools 
Youth Works Coalition 
 
LOCAL WORKFORCE INVESTMENT AREA VIII 
Telamon Corporation 
 
 
LOCAL WORKFORCE INVESTMENT AREA IX 
Capital Area Training Consortium 
 
LOCAL WORKFORCE INVESTMENT AREA X 
Richmond Career Advancement Center 
Richmond Community Action Program, Inc. 
Appendix B
 
LOCAL WORKFORCE INVESTMENT AREA XI 
Fairfax County Department of Family Services 
 
LOCAL WORKFORCE INVESTMENT AREA XII 
Arlington Employment Center 
Alexandria JobLinks 
 
LOCAL WORKFORCE INVESTMENT AREA XIII 
Employment Resources, Inc. 
Eastern Shore Community College 
Job Assistance Center 
 
LOCAL WORKFORCE INVESTMENT AREA XIV 
New Horizons Regional Education Center 
 
LOCAL WORKFORCE INVESTMENT AREA XV 
The City of Petersburg 
The Improvement Association 
Petersburg Urban Ministries 
Rowanty Technical Center 
 
LOCAL WORKFORCE INVESTMENT AREA XVI 
Norfolk Public Schools Skills Center 
 Stop Organization 
Tidewater Builders Association 
 
LOCAL WORKFORCE INVESTMENT AREA XVII 
Pittsylvania County Community Action, Inc. 
Experience Works 
Martinsville City Public Schools 
Patrick County Public Schools 
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PY 2008 WIA Summary Report—Younger Youth  
(Derived from PY 2008 WIASRD Records)  
December 21, 2009 
  
All Exiters 
Attending 
High School 
High School 
Dropout 
High School 
Graduate 
NUMBER OF EXITERS FROM APRIL 2008 TO 
MARCH 2009 
84,761 57,091 18,195 5,495 
Statewide Programs 8,695 7,429 800 233 
Local Programs 80,147 53,038 17,928 5,360 
     
CHARACTERISTICS OF EXITERS FROM APRIL 
2008 TO MARCH 2009 (%) 
    
Age     
14 to 15 16.9 24.3 1.5 0.4 
16 to 17 56.3 60.0 57.8 19.3 
18 26.8 15.6 40.7 80.3 
Female 53.9 54.4 50.8 58.4 
Individual with a Disability 16.8 19.6 9.5 11.3 
Race/Ethnicity     
Hispanic 35.6 38.2 27.6 25.3 
Not Hispanic     
American Indian or Alaskan Native 
(only) 
1.2 1.0 1.8 1.2 
Asian (only) 1.8 2.2 1.0 1.7 
Black or African American (only) 31.4 33.2 29.0 31.4 
Hawaiian Native or other Pacific 
Islander (only) 
0.3 0.2 0.5 0.4 
White (only) 28.2 24.2 37.5 37.7 
More than one race 1.4 1.0 2.5 2.2 
Employed at Registration 7.5 5.6 9.8 18.1 
Homeless Individual and/or Runaway Youth 2.1 1.3 3.8 3.7 
Offender 6.7 3.7 14.4 9.1 
Pregnant or Parenting Youth 7.6 3.7 16.2 15.2 
Basic Literacy Skills Deficiency 56.7 53.4 69.8 52.1 
Ever in foster care 4.3 4.1 4.3 4.1 
Youth who Needs Additional Assistance 56.9 58.2 52.0 64.0 
Limited English-language Proficiency 15.5 18.8 6.4 3.0 
Single Parent 5.3 3.1 9.7 10.3 
UI Claimant 3.6 4.5 1.9 2.2 
UI Claimant Referred by WPRS 0.2 0.2 0.3 0.3 
UI Exhaustee 0.3 0.3 0.3 0.6 
Low Income  94.2 94.2 94.2 93.3 
Appendix C
  2 
  
All Exiters 
Attending 
High School 
High School 
Dropout 
High School 
Graduate 
Public Assistance Recipient 26.9 26.0 31.4 25.3 
TANF 7.9 8.8 6.4 6.2 
Other Public Assistance Recipient 25.0 24.2 29.2 23.1 
Highest Grade Completed (average) 10.0 9.9 9.7 12.0 
8th or Less 14.3 16.1 14.8 0.0 
Some High School 76.9 83.9 85.2 0.0 
High School Graduate 7.0 0.0 0.0 82.2 
High School Equivalency 1.1 0.0 0.0 15.3 
Some Post Secondary 0.7 0.0 0.0 2.5 
Education Status at Registration      
    Attending School 72.0 100.0 0.0 0.0 
High School or Below 67.4 100.0 0.0 0.0 
Alternative School 2.4 0.0 0.0 0.0 
Postsecondary 2.2 0.0 0.0 0.0 
    Not Attending School 28.0 0.0 100.0 100.0 
High School Dropout 21.5 0.0 100.0 0.0 
High School Graduate (or Equivalent) 6.5 0.0 0.0 100.0 
     
SERVICES RECEIVED BY EXITERS FROM 
APRIL 2008 TO MARCH 2009 (%) 
    
Partner Program Participant 40.8 36.0 48.9 62.9 
Youth Activities (among with activities)     
Educational Achievement Services 54.2 51.7 71.3 35.3 
Employment Services 52.7 51.6 51.3 70.6 
Summer Youth Employment 
Opportunities 
33.1 40.9 11.5 15.2 
Leadership Development Opportunities  32.5 32.9 34.6 28.1 
Additional Support for Youth Services 47.3 44.2 58.4 50.9 
Received 12 months of follow-up services1 30.6 29.5 36.7 40.7 
Needs-Related Payments/Stipends 3.2 2.9 4.1 3.2 
Other Supportive Services 34.4 31.6 41.2 40.5 
Enrolled in education 87.1 96.9 68.6 46.5 
Pell Grant recipient 1.1 0.5 0.5 5.2 
     
OUTCOMES FOR EXITERS FROM APRIL 2008 
TO MARCH 2009
1
 
    
Average Number of Goals Attained 1.2 1.4 1.0 0.9 
Average Number of Goals Set 1.5 1.6 1.3 1.2 
Skill Attainment Rate
2
 82.7 84.7 76.4 78.5 
                                                 
1 Among exiters from April 2008 to June 2008. 
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All Exiters 
Attending 
High School 
High School 
Dropout 
High School 
Graduate 
Types of Goals Attained     
Basic Skills 45.2 44.2 54.0 34.6 
Work Readiness Skills 40.3 41.1 36.2 41.0 
Occupational Skills 14.5 14.8 9.9 24.4 
Attending Secondary School at Exit 31.5 39.5 5.4 — 
Attained Secondary School Diploma (among 
those without diploma at registration, excludes 
attending secondary school at exit) 
68.0 78.4 46.1 — 
     
OUTCOMES IN QUARTER AFTER EXIT FOR 
EXITERS FROM OCTOBER 2007 TO 
SEPTEMBER 2008 
    
Youth Placement 71.2 74.1 62.9 80.7 
Postsecondary Education/Advanced 
Training 
13.9 18.1 5.1 9.2 
Employment, Military, Apprenticeships 57.3 56.0 57.8 71.5 
     
OUTCOMES  IN 3
RD
 QUARTER AFTER EXIT 
FOR EXITERS FROM APRIL 2007 TO MARCH 
2008 
    
Youth Retention 71.8 75.3 61.9 79.3 
Postsecondary Education/Advanced 
Training 
11.5 16.0 3.5 6.4 
Employment, Military, Apprenticeships 60.3 59.3 58.4 72.9 
 
Note:  Characteristics and services are based on exiters from April 2008 to March 2009 in the PY 2008 WIASRD 
Submission.  Outcomes are based on varying exit groups as specified.  Missing data are excluded from some percentages. 
Note:  Youth retention data do not include Indiana, Maine, Puerto Rico, and Texas.  Diploma attainment rate does not 
include Indiana, Maine, and Texas.  Skill attainment does not include Pennsylvania and Texas.
 
                                                 
1
All outcomes exclude individuals who were institutionalized, deceased, or had health/medical that precluded continuation of 
services or entry into employment at exit. 
2
 Skill attainment rate is based on only on exiters and not on continuing participants.  It includes goals attained or expired 
without attainment before April 2009.  This differs from the official goal attainment rate, which includes continuing participants and 
counts any goals attained for expired without attainment between April 2008 and March 2009. 
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PY 2008 WIA Summary Report—Older Youth  
(Derived from PY 2008 WIASRD Records)  
December 21, 2009 
 
  
All Exiters 
Attending 
High School 
High School 
Dropout 
High School 
Graduate 
NUMBER OF EXITERS FROM APRIL 2008 TO 
MARCH 2009 
30,322 2,051 11,632 13,270 
Statewide Programs 1,271 118 556 536 
Local Programs 29,786 1,980 11,453 13,011 
     
CHARACTERISTICS OF EXITERS FROM  
APRIL 2008 TO MARCH 2009 (%) 
    
Female 60.2 46.6 55.8 64.3 
Individual with a Disability 8.6 34.6 5.5 7.8 
Race/Ethnicity     
Hispanic 23.3 21.7 25.5 19.4 
Not Hispanic     
American Indian or Alaskan Native 
(only) 
1.5 1.7 1.6 1.2 
Asian (only) 1.6 2.8 1.1 1.9 
Black or African American (only) 37.5 36.0 38.1 40.1 
Hawaiian Native or other Pacific 
Islander (only) 
0.3 0.2 0.3 0.4 
White (only) 34.2 36.1 31.7 35.3 
More than one race 1.6 1.5 1.7 1.7 
Veteran 0.3 0.1 0.1 0.6 
Employed at Registration 17.7 13.3 12.3 20.4 
Homeless and/or Runaway Youth 4.3 3.2 5.1 4.3 
Offender 10.7 6.7 14.3 9.3 
Pregnant or Parenting Youth 30.0 13.7 32.3 31.9 
Basic Literacy Skills Deficiency 58.9 52.1 72.0 54.3 
Ever in Foster Care 1.8 2.4 1.7 1.8 
Youth who Needs Additional Assistance 55.6 63.9 50.3 56.8 
Limited English-Language Proficiency 4.7 7.6 4.6 2.2 
Single Parent 22.6 10.0 24.1 24.1 
UI Claimant 5.0 2.5 5.0 5.7 
UI Claimant Referred by WPRS 1.0 0.0 0.8 1.3 
UI Exhaustee 0.7 0.5 0.5 0.9 
Low Income 95.2 93.4 95.8 95.1 
Public Assistance Recipient 31.1 28.5 34.4 31.3 
TANF  8.4 5.9 10.0 8.0 
Other Public Assistance Recipient 28.5 26.3 31.3 28.7 
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All Exiters 
Attending 
High School 
High School 
Dropout 
High School 
Graduate 
Highest Grade Completed (average) 11.3 10.6 10.2 12.1 
8th or Less 3.0 4.4 7.0 0.0 
Some High School 43.7 95.5 93.0 0.0 
High School Graduate 39.9 0.1 0.1 79.6 
High School Equivalency 5.6 0.0 0.0 11.9 
Some Post Secondary 7.5 0.0 0.0 8.2 
College Graduate (4-year) 0.3 0.0 0.0 0.2 
Education Status at Registration     
   Attending School     
High School or Below 6.8 100.0 0.0 0.0 
Alternative School 1.6 0.0 0.0 0.0 
Postsecondary 9.3 0.0 0.0 0.0 
   Not Attending School     
High School Dropout 38.4 0.0 100.0 0.0 
High School Graduate (or Equivalent) 43.9 0.0 0.0 100.0 
     
SERVICES RECEIVED BY EXITERS FROM 
APRIL 2008 TO MARCH 2009 (%) 
    
Partner Program Participant 58.5 40.2 57.4 64.3 
Youth Activities (among with those activities)     
Educational Achievement Services 44.6 51.8 66.8 29.6 
Employment Services 65.9 58.2 55.7 74.3 
Summer Youth Employment 
Opportunities 
9.1 23.0 6.7 6.9 
Leadership Development Opportunities  25.6 27.6 28.3 23.9 
Additional Support for Youth Services 51.3 51.5 55.1 49.8 
Received 12-Months of Follow-up Services1 37.1 33.1 37.2 39.6 
Occupation of Training     
Managerial, Professional, & Technical 30.8 22.8 19.9 28.6 
Service Occupations 34.6 38.6 31.8 38.2 
Sales and Clerical 18.1 21.8 24.5 17.4 
Farming, Fishing, Forestry, Construction 
and Extraction 
4.6 4.0 10.6 3.3 
Installation, Maintenance, Repair, 
Production, Transportation, and 
Material Moving 
11.9 12.9 13.3 12.5 
Needs-Related Payments/Stipends 3.7 2.9 4.2 3.4 
Other Supportive Services 40.6 32.2 43.3 38.3 
Enrolled in Education 60.8 96.3 61.3 47.5 
Pell Grant Recipient 5.4 0.9 0.7 5.9 
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All Exiters 
Attending 
High School 
High School 
Dropout 
High School 
Graduate 
OUTCOMES IN QUARTER AFTER EXIT FOR 
EXITERS FROM OCTOBER 2007 TO 
SEPTEMBER 2008
2
 
    
Entered Employment (Quarter after Exit) 
[excludes employed at registration] 
72.8 65.5 66.8 78.3 
Occupation of Employment     
Managerial, Professional, & Technical 10.7 4.1 4.5 11.2 
Service Occupations 36.7 39.7 37.4 38.4 
Sales and Clerical 33.7 32.9 34.8 33.7 
Farming, Fishing, Forestry, Construction 
and Extraction 
3.9 3.0 5.4 3.3 
Installation, Maintenance, Repair, 
Production, Transportation, and 
Material Moving 
14.9 20.4 17.8 13.5 
Entered Nontraditional Employment 
(% of employed in quarter after exit) 
1.7 1.9 1.6 1.8 
Males 2.1 2.2 1.7 2.3 
Females 1.5 1.5 1.6 1.5 
Attained Credential  51.3 69.6 50.8 47.4 
High School Diploma/Equivalency 15.2 53.0 29.0 0.4 
AA, AS, BA, BS or other College Degree 2.8 1.2 0.5 2.4 
Occupational Skills License/Credential 
/Certificate 
27.4 10.8 16.3 38.2 
Other 6.0 4.6 5.0 6.4 
Credential Rate 42.8 53.6 40.0 41.3 
In Postsecondary Education/Advanced Training 
in the Quarter After Exit 
12.1 19.6 7.9 10.8 
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All Exiters 
Attending 
High School 
High School 
Dropout 
High School 
Graduate 
OUTCOMES IN 3RD QUARTER AFTER EXIT 
FOR EXITERS FROM APRIL 2007 TO MARCH 
2008
2
 
    
Retained Employment 3rd Quarter After Exit3 84.1 82.3 79.5 86.5 
Earnings Change3  
2nd and 3rd Quarters After Exit $4,027 $3,653 $3,005 $4,217 
In Postsecondary Education/Advanced Training 
in the Third Quarter After Exit 
8.1 12.5 5.2 7.6 
TRENDS IN QUARTERLY EARNINGS (AMONG 
WITH EARNINGS) 
    
Quarter After Exit4 $3,209 $2,652 $2,664 $3,400 
Second Quarter After Exit5 $3,404 $2,837 $2,809 $3,574 
Third Quarter After Exit6 $3,520 $2,817 $2,896 $3,701 
 
Note: Characteristics and services are based on exiters from April 2008 to March 2009 in the PY 2008 WIASRD 
submission.  Outcomes are based on varying exit cohorts and exclude individuals with qualifying exit reasons.  Missing 
data are excluded from some percentages.
 
                                                 
1 Among exiters from April 2008 to June 2008. 
2 All outcomes exclude individuals who were institutionalized, deceased, or had health/medical that precluded continuation of 
services or entry into employment at exit. 
3 Among those employed in the quarter after exit. 
4 Among exiters from October 2007 to September 2008. 
5 Among exiters from July 2007 to June 2008. 
6 Among exiters from April 2007 to March 2008. 
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PY 2007 WIA Summary Report (Virginia) - Younger Youth
(Derived from April 2006 - March 2007)
Characteristics All Exiters Percentage
Number of Exiters 1212 100.0%
Female 627 51.7%
Male 585 48.3%
Individual with a Disability 349 28.8%
Race/Ethnicity
Hispanic 13 1.1%
American Indian or Alaskan Native (only)
Asian (only)
Black or African American (only) 693 58.7%
Hawaiian Native or other Pacific Isander (only)
White (only) 506 41.7%
More than one race
Veteran 4 1.0%
Employed at Registration 57 4.7%
Homeless and/or Runaway Youth 19 1.6%
Offender 77 6.4%
Pregnant or Parenting Youth 81 6.7%
Basic Literacy Skills Deficiency 912 75.2%
Ever in Foster Care
Youth who Needs Additional Assistance 849 70.0%
Limited English-Language Proficiency 17 1.4%
Single Parent 64 5.3%
UI Claimant 4 0.2%
Low Income
Public Assistance Recipient 514 42.4%
TANF 95 18.5%
Other Public Assistance 419 81.5%
Highest Grade Completed
8th or less 1 0.1%
Some High School 1128 93.1%
High School Graduate
High School Equivalency
Some Post Secondary
College Graduate (4-yr)
Education Status at Registration
Attending School
Alternative School
Postsecondary
Not Attending School
High School Dropout 138 11.4%
High School Graduate (or Equivalent)
Services Received
Partner Program Participant
Youth Activities
Educational Achievement Services 654 54.0%
Employment Services 482 39.8%
Summer Youth Employment Opportunities 304 25.1%
Leadership Development Opportunities 772 63.7%
Additional Support for Youth Services 589 48.6%
Received 12-Months of Follow-up Services
1 of 2
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PY 2007 WIA Summary Report (Virginia) - Younger Youth
(Derived from April 2006 - March 2007)
Occupation of Training
Managerial, Professional & Technical
Service Occupations
Sales and Clerical
Farming, Fishing, Forestry, Construction and Extraction
Installation, Maintenance, Repair, Production, Transportation
Needs-Related Payments/Stipends
Other Supportive Services
Enrolled in Education
Pell Grant Recipient
Outcomes in Quarter After Exit
Entered Employment (excludes employed at registration)
Occupation of Employment
Managerial, Professional & Technical
Service Occupations
Sales and Clerical
Farming, Fishing, Forestry, Construction and Extraction
Installation, Maintenance, Repair, Production, Transportation
Entered Nontraditional Employment (%)
Males
Females
Attained Credential
High School Diploma/Equivalency
AA, AS, BA, BS, other College Degree
Occupational Skills License/Credential/Certificate
Other
Credential Rate
In Postsecondary Education/Advanced Training
2 of 2
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PY 2007 WIA Summary Report (Virginia) - Older Youth
(Derived from April 2006 - March 2007)
Characteristics All Exiters Percentage
Number of Exiters 393 100.0%
Female 238 60.6%
Male 155 39.4%
Individual with a Disability 42 10.7%
Race/Ethnicity
Hispanic 9 2.3%
American Indian or Alaskan Native (only)
Asian (only)
Black or African American (only) 248 64.9%
Hawaiian Native or other Pacific Isander (only)
White (only) 134 35.1%
More than one race
Veteran 4 1.0%
Employed at Registration 80 20.4%
Homeless and/or Runaway Youth
Offender
Pregnant or Parenting Youth 112 28.5%
Basic Literacy Skills Deficiency
Ever in Foster Care
Youth who Needs Additional Assistance
Limited English-Language Proficiency 2 0.5%
Single Parent 112 28.5%
UI Claimant 4 1.0%
Low Income
Public Assistance Recipient 157 39.9%
TANF 49 31.2%
Other Public Assistance 108 68.8%
Highest Grade Completed
8th or less 2 0.5%
Some High School 167 42.5%
High School Graduate
High School Equivalency
Some Post Secondary
College Graduate (4-yr)
Education Status at Registration
Attending School
Alternative School
Postsecondary
Not Attending School
High School Dropout 150 38.2%
High School Graduate (or Equivalent)
Services Received
Partner Program Participant
Youth Activities
Educational Achievement Services
Employment Services
Summer Youth Employment Opportunities
Leadership Development Opportunities
Additional Support for Youth Services
Received 12-Months of Follow-up Services
1 of 2
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PY 2007 WIA Summary Report (Virginia) - Older Youth
(Derived from April 2006 - March 2007)
Occupation of Training
Managerial, Professional & Technical 50 12.7%
Service Occupations 102 26.0%
Sales and Clerical 51 13.0%
Farming, Fishing, Forestry, Construction and Extraction 31 7.9%
Installation, Maintenance, Repair, Production, Transportation 16 4.1%
Needs-Related Payments/Stipends
Other Supportive Services
Enrolled in Education
Pell Grant Recipient
Outcomes in Quarter After Exit
Entered Employment (excludes employed at registration) 100 25.4%
Occupation of Employment
Managerial, Professional & Technical
Service Occupations
Sales and Clerical
Farming, Fishing, Forestry, Construction and Extraction
Installation, Maintenance, Repair, Production, Transportation
Entered Nontraditional Employment (%)
Males
Females
Attained Credential 101 25.7%
High School Diploma/Equivalency
AA, AS, BA, BS, other College Degree
Occupational Skills License/Credential/Certificate
Other
Credential Rate
In Postsecondary Education/Advanced Training
2 of 2
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Table 1: 
Key Federal Grant Programs That 
Serve Disconnected Youth Agency or 
office  Federal grant  
Appropriated funds, in millions of 
dollars (2006) 
Department of Labor  
Office of the Secretary  Job Corps  $1,573.3 
Employment and Training Administration  WIA Youth Activities  $940.5 
Employment and Training Administration  YouthBuild  $49.5 
Employment and Training Administration  Youth Offender Grants  $49.1 
Employment and Training Administration  Youth Opportunity (Funding ended in 
2003)  
Not applicable 
Department of HHS  
Children’s Bureau  Chafee Foster Care Independence 
Program  
$140 
Family and Youth Services Bureau  Runaway and Homeless Youth Program  $102.9 
Department of Education  
Office of Vocational and Adult Education  Adult Education Basic Grants to States
a
 $564 
Office of Safe and Drug-Free Schools  Grants to States for Workplace and 
Community Transition Training for 
Incarcerated Youth  
$22.8 
Office of Elementary and Secondary 
Education  
Education for Homeless Children and 
Youth—Grants for States and Local 
Activities  
$61.9 
Office of Elementary and Secondary 
Education  
Title I-D Prevention and Intervention 
Programs for Children and Youth Who 
Are Neglected, Delinquent, or at Risk—
Grants for States and Localities  
$49.8 
Department of Justice  
Office of Juvenile Justice and 
Delinquency Prevention  
Part E Developing, Testing, and 
Demonstrating Promising New Initiatives 
and Programs  
$106 
Office of Juvenile Justice and 
Delinquency Prevention  
Title II B—State Formula Grants  $74.3 
Office of Juvenile Justice and 
Delinquency Prevention  
Juvenile Accountability Block Grant  $46.4 
Office of Juvenile Justice and 
Delinquency Prevention  
Title V Community Prevention Block 
Grants  
$4.6 
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Appendix H – Summary of the Literature Review 
Author/Year Purpose/Focus Major 
Variable(s) 
Major 
Findings/Conclusions 
Human Capital – Macro-labor Perspective 
Bourdieu, P. 
(1986) 
Forms of capital – Resources; 
power 
Different forms of capital 
have a role in the 
reproduction of unequal 
power relations in society 
Human Capital – Micro-labor Perspective 
Becker (1962; 
1964; 1974; 
1976) 
Human Capital – 
developed a model 
of individual 
investment in 
human capital 
Education 
(general vs. 
specific); time; 
earnings 
Investments in human 
capital are only undertaken 
by wealth-maximizing 
individuals (or firms) if the 
expected return from the 
investment is greater than 
the market rate of interest 
Kroch and 
Sjoblom 
(1994) 
Human capital – 
empirical analysis 
of signaling 
Earnings; 
absolute and 
relative measures 
of education 
Only years of schooling 
affect earnings 
Mincer (1974) Human capital – 
wage equation 
Education costs; 
earnings; 
income; time 
Developed a logarithm of 
return on investment 
(education to future 
earnings) 
Schultz (1961; 
1969) 
Human Capital – 
classified 
expenditures on 
human capital as 
investment rather 
that consumption 
Education; time; 
earnings 
Classified human capital as 
an investment rather than 
consumption 
Steffy & 
Maurer (1988) 
Human capital – 
on-the- 
job training vs. off-
the-job training 
specificity 
Training; type of 
training; 
earnings; 
employment 
retention 
On-the-job training is more 
specific than off-the-job 
training ; individuals with 
on-the-job training are less 
likely to leave their current 
employer while individuals 
with off-the-job training are 
more likely to quit 
Social Capital – Economic Perspective 
Fukyama 
(1995) 
Social capital Levels of trust 
(radius); 
economic 
performance; 
countries; 
cultures;  
 
 
The level of trust in any 
given society impacts its 
ability to compete 
economically 
Appendix H – Summary of the Literature Review 
Author/Year Purpose/Focus Major 
Variable(s) 
Major 
Findings/Conclusions 
Social Capital – Economic Perspective (continued) 
Granovetter, 
M. 
(1973;1985) 
Social capital; weak 
ties 
 Weak ties are important 
determinants of social and 
economic mobility for 
individuals; weak ties are 
important determinants for 
community organization 
Social Capital – Sociological Perspective 
Coleman, J. 
(1988; 1990) 
Forms of social 
capital; social 
capital in the 
creation of human 
capital 
 Social capital is productive 
but can be depleted if it is 
not renewed; social capital 
is defined by function; 
social capital takes on three 
forms – obligations and 
expectations, information 
flow, and norms 
Erikson, E. 
(1959; 1980) 
Human 
Development – 
Healthy Personality 
Life cycle, radius 
of significant 
relationships 
Development of a healthy 
personality depends on eight 
successive stages 
Furstenberg 
and Hughes 
(1995) 
Social Capital – 
developmental 
differences in at-
risk youth 
 Social capital plays a role in 
helping youth negotiate 
their way out of 
disadvantage 
Krein and 
Beller (1998) 
Social Capital - 
family structure 
Socioeconomic 
status, family 
structure, school 
completion 
A family structure absent a 
father can impede childhood 
development and reduce the 
likelihood of high school 
completion among 
adolescents  
Lin, N. (2000; 
2001) 
Social Capital – 
social networks 
Resources Embedded resources in 
social networks enhance the 
outcome of actions because 
of information, influence 
and reinforcement. 
Putnam, R. 
(1993; 2000) 
Social Capital - 
bridging, bonding, 
and linking; 
political impacts 
Communities; 
networks, trust 
(thick vs. thin) 
Communities with low 
social capital have 
unsuccessful governments – 
communities with high 
levels of social capital have 
successful governments; 
decline of individual 
participation in formal and 
informal groups (decline of 
social capital in America) 
Appendix H – Summary of the Literature Review 
Author/Year Purpose/Focus Major 
Variable(s) 
Major 
Findings/Conclusions 
Human and Social Capital – Youth Development 
Astone and 
McLanahan 
(1991) 
Human Capital and 
Social Capital – 
family structure 
Education 
outcomes; 
socioeconomic 
status 
Children who live with 
single and/or stepparents 
receive less parental 
encouragement with respect 
to educational activities 
Botrell (2008) Social Capital – 
youth networks 
Education and 
employment 
outcomes; 
socioeconomic 
status 
Social Capital of youth 
networks help at-risk youth 
deal with disadvantage 
Carter (2003) Social Capital – 
youth networks 
Dominate vs. 
non-dominate 
cultural capital 
Dominate and non-dominate 
cultural capital coexist 
within the social and 
academic lives of poor 
ethnic minority students and 
each form is used by the 
youth and within youth 
networks to pursue different 
ends 
Caspi et al. 
(1998) 
Human Capital and 
Social Capital – 
predictors of early 
labor market failure 
Employment 
status, education 
attainment, IQ 
scores, parental 
resources 
A lack of attachment to 
school increased the risk of 
unemployment for youth; 
resources of an individual’s 
family of origin plays an 
important role in the 
creation of Human Capital 
Dyk and 
Wilson (1991) 
Human Capital and 
Social Capital – 
neighborhoods 
Urban vs. rural 
settings 
Opportunities for Human 
and Social Capital 
development are higher in 
urban and suburban 
neighborhoods than rural 
areas 
Lynch (1989) Human Capital – 
determinants of re-
employment for 
youth 
Personal 
characteristics, 
unemployment 
income, local 
demand 
There are significant 
differences between the 
labor market experiences of 
whites and nonwhites, and 
males and females; local 
demand and human capital 
investments are 
determinants of the duration 
of spells of unemployment 
among youth 
 
Appendix H – Summary of the Literature Review 
Author/Year Purpose/Focus Major 
Variable(s) 
Major 
Findings/Conclusions 
Human and Social Capital – Youth Development (continued) 
Rosenbaum et 
al. (1990) 
Human Capital – 
School to Work 
Transition 
Education level, 
employment 
status, 
Youth are two to three times 
more likely to be 
unemployed within a year 
than adults 
Simmons et al. 
(2007) 
Human Capital and 
Social Capital – 
impact on 
economic well-
being 
Parental status, 
income 
A model that includes both 
Human and Social Capital 
provides a better method for 
understanding economic 
well-being of low-income 
mothers 
Wilson, W. 
(1999) 
Human Capital and 
Social Capital – 
impact of culture 
Group 
stratification 
Concentrated poverty and 
social dislocation 
disproportionately impact 
African Americans and 
Hispanics who reside in 
inner-city neighborhoods 
Studies are listed alphabetically 
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Recruitment Letter – Workforce Investment Act Youth Program Participants 
 
 
 
Dear __________: 
 
I am a doctoral student at Virginia Commonwealth University (VCU) - Wilder School of 
Government and Public Affairs.  I am conducting dissertation research on young adults and their 
ability to complete a training program and obtain employment.  The study will look at 
information collected from a group of out-of-school youth who participated in youth 
employment and training programs operated in the city of Petersburg and surrounding areas 
during 2008-2009.  The dissertation goal is to understand how out-of-school youth can make a 
successful transition to postsecondary education and employment. 
 
Information will be collected from seven Focus Groups that I will conduct in the local area.  I 
would like to ask you to be a member of one of the Focus Groups that will be held in your area.  
As a member of the Focus Group, you will be in a group of no more than 12 young adults; I will 
ask the group questions about experiences in school and in the job market.  A survey about your 
connections with family members, friends, and members of your community will also be a part 
of the Focus Group.  The group will last about two hours and refreshments will be provided.   
Also, compensation is available for the time that you participate in the Focus Group. 
 
 
If you have any questions about this study or its process, please contact Professor Susan T. 
Gooden, who serves as my Dissertation Chairperson.  Dr. Gooden can be reached by e-mail at 
stgooden@vcu.edu or by phone at (804) 828-7078.  Her address is PO Box 84202, Richmond, 
VA 23284-2028.  You may also contact me about this study; my phone number is 804-931-3800 
and my email address is thomasn2@vcu.edu.  Your assistance with this research would be very 
much appreciated.  A list of Focus Groups in your area is enclosed with this letter.  Please call or 
email me to confirm your participation. 
 
 
Sincerely, 
 
 
 
Najmah Thomas 
Ph.D. Candidate in Public Policy and Administration 
Virginia Commonwealth University 
 
 
Enclosure: List of Focus Group Dates 
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Opening Statement 
The facilitator will welcome all participants and have them do introductions by saying something 
about themselves and their involvement in the Workforce Investment Act (WIA) Youth Program 
(year of participation, specific program contractor, etc.) 
“Thank you for coming today; I am doing a study about youth who are out of school, and their 
ability to get a job and/or a degree/certificate from college/training programs.  The title of my 
study is “Making It Work”.  It is very important for me to get your input on this subject, because 
as young adults, your opinion about the things that help (or hurt) when it comes to being 
successful after high school are often missing from the conversation. 
I hope that you will respond fully and thoughtfully to the questions that I will ask today.  I've 
brought you together so that we can learn from each other about what is really going on when it 
comes to young adults and their ability to make it in this world.  This is a “no holds barred” 
discussion.  I want to know what you think, even if it is not what you think I want to hear – so 
don‟t hold back.  That is the only way we are going to learn and be able to help young adults 
who may need assistance with making it. 
We are focusing on your experiences as a participant in the Workforce Investment Act Youth 
Program during 2008 through 2009 with the Petersburg Office on Youth, Pathways, Dinwiddie 
High School, or the Improvement Association.  However, if you have comments or concerns that 
cover a different time period, please do not hesitate to bring them up. 
I am taping this session so that I can study what you have said, but it goes no farther than this 
group.  Anything you say here will be held in strict confidence; I won't tell people outside this 
room who said what.  When you have something to say, please repeat your first name each time.  
When I am listening to the tape again I will not be able to see who is speaking, and I'll need to be 
able to relate comments you made at different times.” 
Does anyone have any questions or concerns before we begin?” 
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Opening question: 
We are going to discuss some specific questions about young people and how they can be 
successful in the job market.  Before we get into those specific questions, I want to ask the group 
a general question: What is it that makes a young person successful in today‟s job market?  
Especially if a young person has had some difficulties, either in school or in life at one point or 
another. 
 
Questions about community resources: 
1. How would you describe your community (residence during the time of WIA youth 
program participation)? 
2. Do many professional individuals (nurses, teachers, police officers, lawyers, authors, 
business owners, accountants, etc.) live in your immediate community? 
3. Do you have conversations with professionals who live in your community? (Probe 1: if 
yes, ask about frequency and topics covered in conversations; if no, explain why and ask 
if the professionals are friendly/approachable, available/interested?) 
4. Where would you go to find help in your community or neighborhood if you needed help 
finding things (a place to live, a car, childcare, medical services, etc.)? (Probe 1: Are 
these resources easy to locate and use?  Probe 2: Would you please give me an example 
of a time where you needed help, and what you did?) 
 
Questions about credential obtainment: 
1. Do you believe your high school education prepared you enough to enter a training 
program that will lead to a degree or certification, or to enter college? (Probe 1: If yes, 
explain how; if no, explain why not; Probe 2: Please describe your experience with 
counselors and teachers at your high school) 
2. Thinking about yourself or your peers who are in college or a training program, do you 
believe it will be possible to finish with a degree or certification? (Probe 1: If no, ask why 
not; if yes, as why/how) 
3. If you or your peers are not in college or a training program, what are the main reasons 
for not going? (Probe 1: Please describe the ideal conditions for you to be able to be 
successful in college or a training program?) 
 
Questions about employment obtainment: 
1. Do you believe your high school education prepared you enough to enter the workforce? 
(Probe 1: If yes, explain how; if no, explain why not) 
2. How do you and your friends find out about employment opportunities in your 
community? (Probe 1: How do you prepare for employment interviews?  Probe 2: Does 
anyone use the Virginia Employment Commission/One-Stop Career Centers?) 
3. Do you feel like there are enough jobs for you and people your age in your community? 
(Probe 1: why or why not? Probe 2: What has your experience with employers been 
like?) 
4. What are the main reasons for unemployment among people your age in your 
community? (Probe 1: Please describe the ideal employment, including wage amount 
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and work hours/conditions.  Probe 2: How have the recent changes in the nation’s 
economy affected you and your friends?) 
 
Questions about employment retention: 
1. How important is it to stay with one employer for more than a year? (Probe 1: Do 
potential employers care about your last job or how long you stayed there?) 
2. Do people in your age group have trouble „keeping a job‟? (Probe12: What are the things 
that make you and/or your peers quit a job?) 
 
Closing questions: 
1. What can people who want to help young adults obtain success in school and work do to 
help those who are having trouble (failing or dropping out of school; regularly 
unemployed)? 
2. Is there anything else that anyone would like to add? 
 
Closing Statement: 
“I want to thank each of you again for participating in the focus group.  Your input is extremely 
valuable.” 
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SOCIAL CAPITAL SURVEY 
Survey Instructions (this page will be provided separate from the actual survey – 
instructions will also be read out loud to the respondents) 
 
Thank you for taking this survey.  Your participation is voluntary and your answers are 
confidential – you do not need to put your name or any personal identification on this survey.  
Your answers will help measure social capital in three parts: positions, resources, and 
perceptions.  This survey should only take about ten minutes to complete. 
 
Jobs of People You Know 
This part of the survey asks about the jobs/careers of your family and friends, and people you 
have contact with.  The chart lists different kinds jobs that people can have.  Please read the list 
and think of people you know who may have one of these jobs.  Circle the number under the 
column to say if you know people in that category who have one the jobs listed in the chart.  You 
can circle one or more options, for example, if you have a family member and a friend who is a 
doctor or a dentist.  For immediate family, think of relatives that you live with or see on a daily 
basis such as your parents or brothers and sisters; for extended family think of relatives that you 
know of, but only see once in a while such as aunts or cousins. For your friends think of people 
who are not related to you, but who you feel comfortable talking to or hanging out with.  For 
associate think of other people that you that you know by his/her name and that you have small 
talk with or would have small talk with if you meet him/her on the street.  For contact, think of a 
person that you only know of, through someone else – you may not know their full name or 
occupation. 
 
Skills of People You Know 
This part of the survey asks about skills and resources.  The chart lists different kinds of skills 
that people can have.  Please read the list and think of people you know who may have one of 
these skills.  Circle the number under the column to say if you know people in that category who 
have one of the skills listed in the chart; also, think about if you have the skill.  You can circle 
one or more options, for example, if you can play the drums and you have a family member who 
can play the keyboard.  For immediate family, think of relatives that you live with or see on a 
daily basis such as your parents or brothers and sisters; for extended family think of relatives that 
you know of, but only see once in a while such as aunts or cousins. For your friends think of 
people who are not related to you, but who you feel comfortable talking to or hanging out with.  
For associate think of other people that you that you know by his/her name and that you have 
small talk with or would have small talk with if you meet him/her on the street.  For contact, 
think of a person that you only know of, through someone else – you may not know their full 
name or occupation. 
 
Your Social Network 
On this part of the survey, you will say if you agree with the statements on the chart. You should 
circle a number to say what you think about the statements: 1 means ‘Very Often’, 2 means 
‘Often’, 3 means ‘Sometimes’, 4 means ‘Rarely’, and 5 means ‘Not Applicable’. 
 
This entire survey was adapted from social capital measurement instruments constructed by 
Henk Flap and Beate Volker, University of Groningen, March 2003.
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Jobs of People You Know 
This chart lists different jobs that people can have.  Circle the number under the column to say if 
you know people who have that kind of job.  You can circle one or more options, for example, 
if a family member and a friend is a bank teller. 
 
 Do you know anyone who 
has this job? 
No, I don’t 
know 
anyone with 
this job 
Yes, an 
immediate 
family member 
has this job 
Yes, an 
extended 
family member 
has this job 
Yes, A 
friend of 
mine has 
this job 
Yes, another 
contact or 
associate has 
this job 
1 Armed Forces Member 0 1 2 3 4 
2 Assembly Worker 0 1 2 3 4 
3 Bank Teller 0 1 2 3 4 
4 Barber 0 1 2 3 4 
5 Bus Driver 0 1 2 3 4 
6 Busboy 0 1 2 3 4 
7 Car Mechanic 0 1 2 3 4 
8 Car Wash Attendant 0 1 2 3 4 
9 Carpenter 0 1 2 3 4 
10 Childcare Worker 0 1 2 3 4 
11 College Professor 0 1 2 3 4 
12 Deliveryman (UPS/FedEX) 0 1 2 3 4 
13 Dentist 0 1 2 3 4 
14 Electrical Engineer 0 1 2 3 4 
15 Farmer 0 1 2 3 4 
16 Fireman 0 1 2 3 4 
17 Food Service Worker 0 1 2 3 4 
18 Funeral Director 0 1 2 3 4 
19 Garbage Collector 0 1 2 3 4 
20 Gardener/Landscaper 0 1 2 3 4 
21 Hairdresser/Cosmetologist 0 1 2 3 4 
22 Heating/AC Mechanic 0 1 2 3 4 
23 Housekeeper (hotel) 0 1 2 3 4 
24 Librarian 0 1 2 3 4 
25 Meat Cutter/Packer 0 1 2 3 4 
26 Medical Doctor 0 1 2 3 4 
27 Nursing Aide 0 1 2 3 4 
28 Painter 0 1 2 3 4 
29 Pastor/Priest/Bishop/Clergy 0 1 2 3 4 
30 Plumber 0 1 2 3 4 
31 Policeman 0 1 2 3 4 
32 Postal Worker 0 1 2 3 4 
33 Real Estate Agent 0 1 2 3 4 
34 Registered Nurse (RN) 0 1 2 3 4 
35 Restaurant Manager 0 1 2 3 4 
36 Retail Sales Person 0 1 2 3 4 
37 School Teacher 0 1 2 3 4 
38 Social Worker 0 1 2 3 4 
39 Taxicab Driver 0 1 2 3 4 
40 Waitress/Waiter 0 1 2 3 4 
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Skills of People You Know 
This chart lists kinds of skills that people can have.  Circle the number under the column to say if 
you know people who have one these skills; also, think about if you have the skill.  You can 
circle one or more options, for example, if you can play the drums and you have a family 
member who can play the keyboard. 
 
 Do you know anyone who (or are 
you someone who)… 
No, not 
really 
Yes, an 
immediate 
family 
member has 
this skill 
Yes, an 
extended 
family 
member 
has this 
skill 
Yes, A 
friend of 
mine 
has this 
skill 
Yes, 
another 
contact or 
associate 
has this 
skill 
Yes, I 
have 
this 
skill 
myself 
1 …can repair a car, bike, etc. 0 1 2 3 4 5 
2 …owns a car 0 1 2 3 4 5 
3 …is handy repairing household 
equipment 
0 1 2 3 4 5 
4 …can speak and write in two 
languages 
0 1 2 3 4 5 
5 …can work with a 
computer/laptop 
0 1 2 3 4 5 
6 …can play an instrument 0 1 2 3 4 5 
7 …has knowledge of literature 0 1 2 3 4 5 
8 …has a high school diploma 0 1 2 3 4 5 
9 ...has education beyond high 
school 
0 1 2 3 4 5 
11 ...is active in a political party 0 1 2 3 4 5 
12 ...owns shares in the stock market 0 1 2 3 4 5 
13 ...works at City Hall or Town 
Council 
0 1 2 3 4 5 
14 ...earns more than $3,000 monthly 0 1 2 3 4 5 
15 ...owns a vacation home 0 1 2 3 4 5 
16 ...is in the position to hire people 0 1 2 3 4 5 
17 ...knows a lot about government 
policies and procedures 
0 1 2 3 4 5 
18 ...has good contacts with a 
newspaper, radio or TV station 
0 1 2 3 4 5 
19 ...knows about football or other 
sports 
0 1 2 3 4 5 
20 ...has knowledge about financial 
matters (such as taxes and 
banking) 
0 1 2 3 4 5 
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Your Social Network 
Circle a number to say what you think about the statements below: 1 means ‘Very Often’, 2 
means ‘Often’, 3 means ‘Sometimes’, 4 means ‘Not Often’, and 5 means ‘Not Applicable’.. 
 
 Do you ever find your self feeling this way… Very 
Often 
Often Sometimes Rarely N/A 
1 I do things for others when I don't feel like 
doing it 
1 2 3 4 5 
2 Other people often call on me for help 1 2 3 4 5 
3 At my friends' parties or events there are 
many people I don’t know 
1 2 3 4 5 
4 My friends know my family members 1 2 3 4 5 
5 At work I meet completely different people 
than I meet during my own time 
1 2 3 4 5 
6 I would invite my neighbors to a party 1 2 3 4 5 
7 My co-workers come to my parties or events 1 2 3 4 5 
8 I ask for help when I need it 1 2 3 4 5 
9 I can count on my neighbors to help me with a 
serious problem 
1 2 3 4 5 
10 I can count on my co-workers to help me with 
a serious problem 
1 2 3 4 5 
11 I feel like I should have more friends 1 2 3 4 5 
12 I easily make contact with others 1 2 3 4 5 
13 I send my neighbors holiday cards or emails 1 2 3 4 5 
14 I have experienced being disappointed in 
placing my trust in others 
1 2 3 4 5 
15 Before I trust someone I have to be sure of 
his/her intentions 
1 2 3 4 5 
 
16.  What is your highest level of education: Less than 12
th
 grade ____ GED ____ HS Diploma 
____ License/certificate ____ Some College ____ AA Degree ____ BA Degree ____ 
 
17.  Are you currently employed? ____Yes ____ No 
 
18.  What is your age? _______ 19.  What is your gender? Female ____ Male ____ 
 
20.  What is your race/ethnicity? Black ____ Hispanic ____ White ____ Other ______________ 
 
21.  Who inspired, mentored, or helped you become successful in life so far? ________________ 
       __________________________________________________________________________ 
 
Thank you very much for your participation! 
This survey was adapted from social capital measurement instruments constructed by Henk Flap 
and Beate Volker, University of Groningen, March 2003. 
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Focus Group Codes - Draft 
 
Code/Element Code 
Number 
Description 
Access to 
Resources 
 References to location of various forms of assistance; hours of 
operation for social service agencies; cost or application process; 
eligibility constraints 
Achievement  Mention of recognition, celebration of accomplishments; reaching a 
set goal or target 
Adult Mentor  References to an adult (related or non-related) who provides continues 
support and encouragement; regular contact with a caring adult with a 
positive influence 
Apprenticeship  Comments about knowledge of and/or use of registered apprentice 
programs (such as cosmetology, electrician, or welder) 
Autonomy  References to self-sufficiency or characteristics of independence; 
acceptance (or rejection) of adult responsibilities; comments about 
doing it on my own; making one’s own decisions 
Balancing  Mention of handling multiple responsibilities at one time – school, 
work, parenting, supporting siblings and/or other relatives; time 
management 
Barriers  Any mention of things that prevent youth from making a successful 
transition; sickness, disability, parenting, low reading / math / 
technology skills, lack of transportation, criminal background, 
language issues, credit issues 
Bonding  References to strong ties; people that youth interact with on a regular 
basis; social groups; church; fraternities; sports group 
Bridging  References to weak ties; people that youth interact with only 
sporadically; third-party relationships; very extended family and 
contacts 
Career / Career 
Ladders 
 Comments about long-term employment goals and objectives; viewing 
employment as more than a job; employment as a result of completing 
a specific training program 
Case Worker  References to WIA or other youth program staff members; 
Department of Social Service contact; court-appointed monitors 
Child Care  Comments about day care and related issues for dependents; 
availability of quality daycare; cost, location, hours of operation 
Childhood  References to experiences while growing up; recollections from early 
teen years; comments about what was good or bad about growing up 
Community 
Conditions 
 Any reference to neighborhood quality, housing, recreation activities, 
community facilities, parks, roads, grocery store locations, 
transportation, school quality, crime level, public utilities, police 
presence, garbage removal 
Conflict  References to fighting, arguments, disagreements, or 
misunderstandings at home, school, work, or in the community 
Crime  Any reference to theft/robberies, violent crime, police response, drug 
abuse and trafficking, weapons, prostitution, child abuse, fraud 
Disconnection  References to dropping out of school; quitting work; discontinuing job 
search; running away from home; out of touch with family and friends 
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Code/Element Code 
Number 
Description 
Discouragement  Any mention of negativity or disapproval from outside sources – 
peers, family, school officials, community members, employers, 
spouse/significant other, society 
Discrimination  Comments about unequal treatment due to age, race/ethnicity, gender, 
sexual orientation, or religion; actual and/or perceived prejudice 
Domestic 
Violence 
 Mention of experience dealing with verbal, physical, and/or 
psychological abuse; experience in first-hand situations and/or family 
members and friends 
Early Work 
Experience 
 Comments about work during summer months as an early teen; job 
shadowing experiences; volunteer experiences 
Earnings  Comments about minimum wage, pay raises, taxes and other 
withholdings; paycheck garnishments 
Employment  All references to work-related issues; positive and negative 
experiences with employers; job search activities, resume writing 
issues, online application issues, pre-employment screening and 
testing experiences 
Expectations  Comments about how life should be after high school; references to 
what family members, peers, society in general expect from young 
adults 
Family  References to parents, siblings, children, spouses/partners 
Father Figure  References to specific relationship between father and child; quality, 
absence, role definition 
Finances  References to cost of living, costs of post-secondary education, 
scholarship and grant availability, loans, consumer credit issues, 
money management issues 
Health  Medical conditions of self and/or others close to youth; mental and/or 
physical illness; stress, drug and/or alcohol abuse, sleep habits 
Housing  Availability of affordable apartments and/or homes; condition of 
housing units; rent/security deposits; landlord issues; issues 
concerning staying at home with parents 
Information  References to obtaining knowledge about current events, resources, or 
tools in the community; ability to access entrance points for training 
opportunities, job openings, housing, childcare 
Legal Issues  Comments about involvement with the law/justice system; all related 
legal matters pertaining to self or others 
Motivation  Comments about short/long term goals and objectives; references to 
self-esteem, expressions of self-worth 
Negotiation  Comments about ability to speak-up for self, obtain better terms and 
conditions, ability to navigate social, education, and justice systems 
Non-Dominate 
Culture 
 References to self-expression, hip-hop culture, alternate lifestyles, 
departure from the norm; standing out 
Occupational 
Skills 
 References to obtaining job-specific skills and training; obtaining 
licensure or certificates for a specific field 
Opportunity  Comments about what is available for youth; what young people can 
look forward to during and after high school years; comments about 
the availability of, or lack of chances to establish a living 
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Code/Element Code 
Number 
Description 
Peers  References to interactions with friends, classmates, workmates and 
others in the same age group 
Political  Mention of local, state or federal elected officials; comments about 
laws and the government 
Pregnancy 
/Parenting 
 References to issues with pregnancy, childbearing and childrearing 
Privileges  References to special treatment and/or opportunities reserved for 
individuals or groups with a certain status 
Religion  Comments about church, temple, Kingdom Hall or other religious 
establishments; references to God, faith, prayer and religious activities 
Relocation  Comments about moving and issues related to moving; frequency of 
relocation 
Resilience  References to ability to keep going, second chances, going back to do 
something over, keeping your head up and ignoring negativity and/or 
setbacks 
Resources  Comments about tools and services that help with school, work, career 
planning, life skills, financial services; mention of resources that are 
free and those that cost 
Secondary 
School 
 References to K-12 education; alternative school; home school; 
comments about success and failure in these settings 
Social Norms  References to what are acceptable actions and characteristics; 
mentions of odd behavior of issues with standing out or fitting in; 
references to fronting or faking 
Social 
Sanctions 
 Comments about being an outcast, embarrassment, termination of 
relationships or support due to disagreements with lifestyle, behavior 
or choices 
Social Services  Any mention of TANF, food stamps, housing choice voucher or 
Section 8 program, public housing, childcare assistance, bus tickets, 
subsidized transportation, and assistance with utility payments 
Training  References to post-secondary education, on-the-job training, 
community colleges, universities, apprenticeships, public and private 
license and certificate programs 
Transition  References to significant changes in life; major events that resulted in 
disruption or new paths 
Transportation  Comments about the availability and quality of public transportation; 
availability and quality of personal vehicles, driver’s license issues, 
vehicle insurance, and car payments 
Trust  Any mention of confidence, faith, assurance in a person, groups, or 
institutions; comments about lack or loss of confidence, trust, 
assurance 
Unemployment  References to being out of work, periods of job loss and issues related 
to joblessness; terminations, layoffs, unemployment insurance issues, 
and the Virginia Employment Commission or Department of Labor 
Youth 
Programs 
 References to WIA youth services, community and faith-based youth 
services, youth conferences and youth summits 
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VCU IRB 
FULL and EXPEDITED STUDY INITIAL REVIEW SUBMISSION FORM 
 
 IRB Number:   
 
DO NOT DELETE SECTIONS OF THIS FORM 
 
Section 1: Principal Investigator and Other VCU Lead Project Personnel 
 
1.  Principal Investigator:  List Name as it exists in the Human Resource System (HRS) 
Note: See guidance on who can serve as PI at http://www.research.vcu.edu/irb/wpp/flash/IX-1.htm) (effective 
date 4-15-06) 
Name (Last, First, MI): Gooden, Susan T. 
     PI Title and Degrees:      Professor – Ph.D.  
VCU Department: School of Government and Public Affairs 
   VCU Box # (must provide 6-
digit #): 
842028 
Phone/Pager/Fax #’s: 804-828-7078 
 VCUEmail: STGOODEN@VCU.EDU  
 
2.  VCU Lead Project Personnel:  List names as they exist in the Human Resource System (HRS) 
 
If the PI cannot be contacted, these persons may be contacted by the IRB. Within the Research Synopsis, you will have the 
opportunity to list all key project personnel. 
 
Sub/Co-Investigator:  
Name (Last, First, MI), 
Degrees: 
      
Department:       
Phone/Pager/Fax #’s:       
Email:       
 
Medically Responsible Investigator (if applicable): 
Name (Last, First, MI), 
Degrees: 
      
Department:       
Phone/Pager/Fax #’s:       
Email:       
 
Research Coordinator (if applicable):  
Name (Last, First, MI), 
Degrees: 
      
Department:       
Phone/Pager/Fax #’s:       
Email:       
 
Trainee (Postdoctoral Scholar, Fellow or Resident) (if applicable):  
Name (Last, First, MI), 
Degrees: 
      
Department:       
Phone/Pager/Fax #’s:       
Email:       
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Student (if applicable):  ;  
Name (Last, First, MI), 
Degrees: 
Thomas, Najmah 
MED, BS  
Department: School of Government and Public Affairs 
Phone/Pager/Fax #’s: 804-732-1694; 804-931-3800 
Email: THOMASN2@VCU.EDU 
Section 2: Type of Submission 
 
Please check all categories that apply to the study being submitted for IRB review.  
  Research Project 
 
   FDA Regulated Research*  
* FDA regulated research includes: 
a) any research involving a drug or biologic intended for human use (other than the use of an approved drug in the 
course of medical practice);  
b) any research designed to test the safety and effectiveness of a device; or 
c) research involving ANY FDA regulated product where the intent is to submit data to the FDA in support of a 
research or marketing application.  Regulated products include foods & dietary supplements, infant formulas, food & 
color additives, and electronic products.    
 
   Humanitarian Use Device 
See guidance at http://www.research.vcu.edu/irb/wpp/flash/XVI-2.htm 
 
   Treatment Use of Investigational Drug/Device  
See guidance at http://www.research.vcu.edu/irb/wpp/flash/XVI-5.htm 
 
Section 3: Type of Review 
 
Review Type Requested (check one): 
  
      Full Board Review  Note: Industry-sponsored research MUST be submitted to Western IRB (WIRB) for 
review. See instructions available at http://www.research.vcu.edu/forms/wirb.htm  
 
      Expedited Review  * Expedited 
Categories:  
6 & 7 
* Identify the expedited category or categories in which your research falls (See Expedited Review Guidance at 
http://www.research.vcu.edu/irb/reviewtypes.htm) 
NOTE: For projects requesting exempt review determination, use the exempt review submission form, available at 
http://www.research.vcu.edu/forms/vcuirb.htm. 
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Section 4: Project Information 
 
1.  Project Type (check one): 
 
      Biomedical Research involving medical interventions and/or FDA-regulated products 
  
      Social-Behavioral (check one): Social or behavioral research that does NOT involve medical 
interventions or FDA-regulated products 
      Social-Behavioral Qualitative  
      Social-Behavioral Quantitative  
      Social-Behavioral Qualitative & 
            Quantitative  
 
 
2.  Title of Protocol Submission: 
MAKING IT WORK: CREDENTIAL AND EMPLOYMENT OUTCOMES OF OUT-OF-SCHOOL YOUTH IN SOUTHSIDE 
VIRGINIA 
 
3.  Are there any IRB-approved protocols associated with this submission?  Yes  No 
If yes, please list the associated VCU IRB 
Protocol #’s:  
      
Note:  If this submission is associated with other new projects submitted to the IRB but not yet approved), please attach a 
cover memo to your submission noting related projects.  
 
 
4.  Is this a Trainee or Student project in which activities will be carried out by that 
individual under your supervision?                   
 Yes    No 
 
Section 5:  Sponsor Data 
 
1. Does the research project involve a Direct Federal Award made to VCU (or a research 
funding proposal for such)?                   
 Yes  No 
 
2. Have you submitted a related research funding proposal(s) to the VCU Office of Sponsored 
Programs (OSP)? 
 Yes  No 
If Yes, you must provide the PT/PD # for each related proposal (regardless of the funding source): 
(1)          (2)        (3)        
 
Note: Federal regulations require IRB approval of New, Resubmission, or Competing Continuation federal research funding 
proposals. If there is a new, resubmission, or competing continuation VCU federal research funding proposal associated with this 
research project, you must include a copy of your ENTIRE proposal (exclusive of appendices) and OSP Internal Approval Form with 
this submission. Failure to do so may delay your research award start date. Other sponsors also may require IRB approval of research 
proposals. It is the investigator’s responsibility to determine whether this review is needed. If the sponsor does not require IRB 
approval of research proposals, do not submit them to the IRB for review. If you have questions about whether your sponsor requires 
IRB approval of your research funding proposal, please contact OSP. 
 
Section 6: Statements of Compliance 
 
Principal Investigator Statement of Compliance: 
 
I understand and accept responsibility for ensuring the safety and welfare of all human subjects who participate in the 
proposed research project. I certify that all key project personnel, including myself, sub/co-investigators, research 
coordinators, trainees, and students have completed the VCU required training on human subjects protection. I agree to a 
continuing exchange of information with the VCU IRB including the requirements to (i) obtain IRB approval before 
making non-emergency changes/revisions to the project, except where necessary to eliminate apparent immediate hazards 
to subjects or others, (ii) provide progress reports to the VCU IRB at their request (and at least annually), and (iii) report 
promptly to the IRB all unanticipated problems and serious adverse events involving risk to human subjects (in accordance 
with required reporting timelines by the IRB). 
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Signature of Investigator:  Date of Signature:  
 
Trainee or Student Investigator Statement of Compliance (if applicable): 
 
This is a student or trainee project, which will potentially be presented outside the classroom and/or published. I 
understand that I may not proceed with the research without first receiving a formal written letter of approval from the 
VCU IRB. I certify that I have completed the VCU required training on human subjects protection.  
 
Signature of Trainee or 
Student: 
 Date of Signature:  
 
Department/Division Chairperson or Dean Statement of Compliance*see note: 
 
I certify that the research project referenced in this document (check one of the following): 
 
 Has been subjected to scrutiny within a VCU Committee (i.e., Massey Cancer Center Protocol Review, General 
Clinical Research Center [GCRC]) or sponsor study group (i.e., NIH or other agency with appropriate scientific expertise) 
and found to be scientifically acceptable. 
 
 Has been subjected to scrutiny by my designee or me according to criteria that include the following, as applicable: 
appropriate power and sample size, currency of literature review, and relevance of hypothesis or research question and 
found to be scientifically acceptable.   
 
Print Name, Degrees, Title of 
Department/Division Chairperson or Dean: 
 
      
Signature of Department/ Division Chairperson 
or Dean: 
 Date of 
Signature: 
 
*note: Department/Division Chairperson cannot sign if he/she is a co-investigator on the project. In these instances, a Dean’s signature 
is required.  If a designee is signing the Statement of Compliance, his/her name, degrees, and title should be listed. 
 
Section 7:  Project Detail 
 
answer all of the following questions (by marking the appropriate box to the right): 
 
1.  Will drug(s), biologic(s), or device(s) be utilized for this project? 
If NO, skip to Question 6. 
 Yes  No* 
   
2. Will drug(s) be administered in this project? If yes, supply the following information 
(attach a separate sheet if necessary): 
 Yes  No 
 
Drug Name(s):       
 
2-A.  If drug is investigational or involves an ind, please complete the following: 
IND #:       held by (check one):  Sponsor  Investigator  n/a 
   If IND is held by the Sponsor, provide copy of the Investigator’s Brochure and the sponsor’s protocol 
   If IND is held by the Investigator, provide copy of the IND application submitted to the FDA and safety information 
   Attach copy of FDA Form 1572 
 
3. Will biologic agents or drugs be used in this project?  If YES, supply the following 
information: 
 Yes  No 
 
Biologic Name(s):       
 
4. Will the VCU/VCUHS INVESTIGATIONAL DRUG SERVICE PHARMACY (IDS) be utilized 
(required for all inpatient projects)?                                                                             YES         NO*       N/A**  
 
*If NO, you must submit a descriptive plan regarding appropriate drug storage and dispensing for an investigational drugs 
or biologic agents/drugs used in the research to the Investigational Drug Service (IDS) Pharmacy.  Guidance and the form 
for describing the management plan is located at http://www.investigationaldrugs.vcu.edu.  Submit the form to the IDS.  
Upon IDS’s receipt of the plan, an email response containing the plan is generated.  Include the IDS confirmation or 
receipt with this submission.  For assistance, please call the Investigational Drug Pharmacy at 828-7901.         
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**Submitting a plan to the IDS is not required if: 1) no drugs are used in the study, 2) the drug used in the study is FDA-
approved, considered standard of care and is a patient-charge item, 3) off-label use of such a drug is not being studied and 
4) there is no protocol requirement for specific management of the drug.                          
 
5. Are you evaluating marketed medical device(s) (including 510k devices) in this project?  
If YES, supply the following information: 
 Yes  No 
 
Device Name(s):       
 
Name of Manufacturer:       
 
Note: In addition, provide any supporting documentation regarding level of Risk (Significant vs. Non-Significant Risk) 
 
6. Are you evaluating Investigational Medical Device(s) or a New Use for Marketed 
Medical Device(s) in this project?  If YES, supply the following information: 
 Yes  No 
 
Device Name(s):       
 
Name of Manufacturer:       
 
IDE #:       Held By (check one):  Sponsor  Investigator   n/a 
   If IDE is held by the Sponsor, provide a copy of the Investigator’s Brochure and the sponsor’s protocol 
   If IDE is held by the Investigator, provide a copy of the ide application submitted to the fda 
 
Note: In addition, provide any supporting documentation regarding Level of Risk (Significant vs. Non-Significant risk) 
 
 
7-A. Does this project involve the use of any procedure(s) that will expose the research subject to Ionizing 
Radiation? 
 Yes (Proceed to 7-B)  No (Proceed to Question 8) 
 
7-B. If all of these procedures are for the direct clinical benefit of the research subject/patient, check yes.  If any of 
these procedures are of research interest only and will not affect the clinical management of the research subject, 
check no. 
 Yes (no further information required)  No (Proceed to 7-C) 
 
7-C. Radiation Safety Committee (rsc) approval is required if you answered no to item 7-B. Do you have RSC 
approval for this project? 
 Yes (Attach copy of RSC Approval Letter)  No (Contact the Radiation Safety Section at 828-9131 for approval 
information) 
 
Note: See also http://www.vcu.edu/oehs/radiation/humanuseguide.pdf 
 
8-A. Does this project involve the use of Recombinant DNA, Bio-Hazardous Substances including pathogenic or 
potentially pathogenic viruses and bacteria (e.g., Adenovirus, HIV, Hepatitis B), Carcinogens or acute carcinogens, 
mutagens, teratogens, acute toxins, or select agent materials? 
 Yes (Proceed to 8-B)   No (Proceed to Question 9) 
 
8-B. Institutional BioSafety Committee (ibc) approval is required if you answered YES to this question.  Do you 
have IBC approval for this project? 
 Yes (Attach copy of IBC Approval Letter)            No (Contact Chemical and Biological Safety Office at 
828-4866 for approval information) 
Note: See also http://www.vcu.edu/oehs/chemical/ 
 
9. Does this project involve Gene Therapy? 
 
 Yes  No 
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10-A. Does this study involve cancer patients, their families, or their health care providers? 
 
10-B.  Is this a Cancer Prevention Study? 
 Yes * 
 
 Yes * 
 No 
 
 No 
* If yes to 10-A or 10-B, the research project must be reviewed and approved by the Massey Cancer Center Protocol 
Review and Monitoring System before IRB Review, and a copy of the approval letter provided. For information, see 
http://www.massey.vcu.edu/research/?pid=2013 or call the PRMS Coordinator at 628-1924. 
 
11. Will this project be conducted in the General Clinical Research Center (GCRC)? 
* If YES, please review information for investigators available at http://www.vcuhealth.org/crc/ 
 Yes *  No 
 
12. Is your project: (1) involving human subject activities conducted by Navy and Marine 
Corps personnel; (2) involving naval military personnel and Department of Navy (DoN) 
employees as research subjects; (3) supported by naval activities through any agreement 
(e.g., contract, grant cooperative agreement, development agreement [CRADSs], or other 
arrangement), regardless of the source of funding, funding appropriation, nature of 
support, performance site, or security classification; or (4) using DoN property, facilities or 
assets? 
* If YES, you must ensure that your project meets the additional Department of Defense (DoD)-
Department of the Navy (DoN) requirements for human subject protection.  Guidance on 
additional requirements can be found at [http://www.research.vcu.edu/irb/wpp/flash/XVII-
12.htm] 
 Yes *  No 
 
13. Will this project be conducted in a VCUHS patient care area or involve VCUHS 
patients? 
 Yes  No 
If yes, review the CONDUCT OF CLINICAL RESEARCH IN VCU HEALTH SYSTEM PATIENT CARE AREAS 
policy on this page: http://www.research.vcu.edu/irb/guidance.htm. 
 
 
 
14.  HIPAA Regulatory Compliance 
 
14-A. Check all that apply to the data you plan to collect or store.  Data will be: 
 Used to make health care decisions  Collected from a data set that is under the VCU ACE 
 Added to a data set under the VCU ACE  Derived or extracted from the medical record 
 Created and stored in a data set under the VCU 
ACE 
 
Note:  VCU ACE is the VCU Affiliated Covered Entity.  Review the entities included in the VCU ACE here:    
http://www.vcu.edu/hipaa/VCU_ACE.html.            
 
14-B. Please check if you will collect any of these identifiers about past or current patients of the VCUHS: 
 Names  SSNs  Dates  Device identifiers  Phone numbers 
 MRN  Web URLs  Email addresses  IP addresses  Account 
numbers 
 Health plan 
numbers 
 Photos or 
comparable images 
 Biometric 
identifiers 
 License/ 
Certificate numbers 
 Vehicle ID 
numbers 
 Other unique identifier    
  
If you checked any of the items in BOTH 14-A AND 14-B, this study is using Protected Health Information (PHI) and 
HIPAA regulations apply.  You are required to submit a “HIPAA Research Compliance Form” to the Department of 
Compliance Services.  Access the form here:  
http://www.vcu.edu/hipaa/Document_Links/ResearchComplianceFormIRBSupplement.doc. 
 
15.  Does this project involve the creation of or contribution to a Research Registry? 
(Registries are sometimes called repositories, data sets, data banks, tissue or specimen banks)   
 Yes*   No** 
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*  If YES, you must follow guidance at http://www.research.vcu.edu/irb/wpp/flash/XVII-4.htm 
and answer 15-A and 15-B. 
**If NO, skip to Question 16 
   
15-A.  Will the registry be maintained at VCU?  Yes  No 
   
15-B.  Does the registry include one of the HIPAA elements listed in 13-B?  Yes   No 
 
16. Do you plan to involve Non-VCU Institutions (i.e., institutions [or employees or agents 
of the institutions] that are not under the authority of VCU or VCU Health Systems and 
are located within the United States or a United States territory) in your research project?  
 Yes *  No 
* If YES, you must follow guidance at http://www.research.vcu.edu/irb/wpp/flash/XVII-6.htm 
 
17. Do you plan to involve Foreign Research Sites (i.e., institution or non-institutional 
setting)? 
 Yes *  No 
* If YES, you must follow guidance at http://www.research.vcu.edu/irb/wpp/flash/XVII-11.htm 
 
18. Do you plan to involve Independent Investigators (i.e., individuals who are not 
representatives of VCU or any other institution or facility) in your research project? 
 Yes *  No 
* If YES, you must follow guidance at http://www.research.vcu.edu/irb/wpp/flash/XVII-15.htm 
 
19. Does this project involve Genetic Testing, that is, testing human tissue samples for 
heritable characteristics or storing human tissue samples for possible future such testing? 
 Yes *  No 
* If YES, you must follow guidance at http://www.research.vcu.edu/irb/wpp/flash/XVII-5.htm 
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Section 8: Research Subject Information 
 
Vulnerable Subjects: 
Consider your criteria for inclusion or exclusion of any subpopulation, review the following information, and identify 
research categories (as appropriate). 
 
 
Box 1: Children: If you plan to allow for the inclusion of data on subjects who are children, you must indicate the 
inclusion of their data and identify a research category or categories below.  
Note: In Virginia, children are those under the age of 18 and not emancipated.  
 
Do you plan to allow for the inclusion of data on subjects who are children?                                        Yes *  No 
* If YES, identify the research category or categories below. 
 
 Research not involving greater than minimal risk (45 CFR 46.404) – [Note: see definition of minimal risk below] 
 
  Research involving greater than minimal risk but presenting the prospect of direct benefit to individual subjects 
(45.CFR 46.405) 
 
  Research involving greater than minimal risk and no prospect of direct benefit to individual subjects, but likely to 
yield generalizable knowledge about the subject’s disorder or condition. (45.CFR 46.406)1 
 
  Research not otherwise approvable which presents an opportunity to understand, prevent, or alleviate a serious 
problem affecting the health or welfare of children. (45.CFR 46.407)1 
 
Minimal Risk means that the probability and magnitude of harm or discomfort anticipated in the research are not greater 
in and of themselves than those ordinarily encountered in daily life or during the performance of routine physical or 
psychological examinations or tests. 
 
1 Categories 406 and 407 Require Both parents to provide permission for the child’s participation unless one is deceased, 
unknown, incompetent, or only one parent has legal responsibility for care and custody. The IRB may determine that 
permission of both parents is required for categories 404 or 405. 
 
Note: If you plan to allow for the inclusion of data on subjects who are children, you must include the VCU IRB Children-
Subject Form with your submission if you are requesting an expedited or full board review. The form is available at 
http://www.research.vcu.edu/forms/vcuirb.htm 
 
 
 
Box 2: Pregnant Women, Human Fetuses, and Neonates: If you plan to allow for the inclusion of data on subjects who 
are pregnant women, human fetuses, or neonates as subjects, you must indicate inclusion of their data and identify a 
research category or categories below. 
 
Do you plan to allow for the inclusion of data on subjects who are pregnant women, 
human fetuses, or neonates as subjects?                                      
 Yes *  No 
* If YES, identify the research category or categories below. 
 
  Research involving pregnant women or fetuses [PW-HF-N (45.CFR46.204)] 
 
  Research involving neonates of uncertain viability and nonviable neonates [PW-HF-N (45.CFR46.205(a)(b)(c))] 
 
  Research involving neonates of certain viability [PW-HF-N (45.CFR46.205(d))] 
 
  Research involving after delivery, the placenta, the dead fetus or fetal material[PW-HF-N (45.CFR46.206)] 
 
  Research not otherwise approvable, which presents an opportunity to understand, prevent, or alleviate a serious 
problem affecting the health or welfare of pregnant women, fetuses, or neonates [PW-HF-N (45.CFR.46.207)] 
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Note: If you plan to allow for the inclusion of data on subjects who are pregnant women, fetuses, or neonates you must include 
the VCU IRB Pregnant Women, Fetuses, Neonates-Subject Form with your submission.  The form is available at 
http://www.research.vcu.edu/forms/vcuirb.htm 
 
 
Box 3: Prisoners: If you plan to allow for the inclusion of data on subjects who are, or may become, a prisoner, you must 
indicate that you plan to allow for inclusion of their data and identify a research category below.  Note: If an enrolled 
research subject becomes incarcerated (or otherwise meets the definition of prisoner) during the course of an IRB 
approved project, the PI must immediately notify the IRB and amend the protocol to allow for the inclusion of 
prisoners and the continuation of that subject.  If this should occur, you must follow the VCU IRB Prisoner-Subject 
Guidance and include the VCU IRB Prisoner-Subject Form with your submission to the IRB.  The guidance and 
form are available at http://www.research.vcu.edu/forms/vcuirb.htm 
 
Do you plan to allow for the inclusion of data on subjects who are, or may become a 
prisoner?  
 Yes *  No 
* If YES, identify the research category below.                               
 
  Research involving study of the possible causes, effects, and processes of incarceration, and of criminal behavior, 
provided that the project presents no more than minimal risk and no more than inconvenience to the subjects 
(45.CFR 46.306(a)(2)(i)) – [Note: see definition of minimal risk below] 
 
  Research involving study of prisons as institutional structures or of prisoners as incarcerated persons, provided that 
the project presents no more than minimal risk and no more than inconvenience to the subjects (45.CFR 
46.306(a)(2)(ii)) – [Note: see definition of minimal risk below] 
 
  Research on conditions particularly affecting prisoners as a class (for example, vaccine trials and other research on 
hepatitis which is much more prevalent in prisons than elsewhere; and research on social and psychological 
problems such as alcoholism, drug addiction, and sexual assaults) provided that the project may proceed only after 
the Secretary (through OHRP) has consulted with appropriate experts including experts in penology, medicine, and 
ethics, and published notice, in the Federal Register, of his intent to approve such research (45.CFR 
46.306(a)(2)(iii)) 
 
  Research on practices, both innovative and accepted, which have the intent and reasonable probability of improving 
the health or well-being of the subject.  In cases in which those studies require the assignment of prisoners in a 
manner consistent with projects approved by the IRB to control groups which may not benefit from the research, 
the project may proceed only after the Secretary (through OHRP) has consulted with appropriate experts including 
experts in penology, medicine, and ethics, and published notice, in the Federal Register, of his intent to approve 
such research (45.CFR 46.306(a)(2)(iv)) 
 
  Research defined as public health research that focuses on a particular condition or disease in order to (i) describe 
its prevalence or incidence by identifying all cases, including prisoner cases, or (ii) study potential risk factor 
associations, where the human subjects may include prisoners in the project population but not exclusively as a 
target group, provided that the project presents no more than minimal risk and no more than inconvenience to the 
subjects (Epidemiological Waiver Request) 
 
Minimal risk as it pertains to the prisoner population means that the probability and magnitude of physical or 
psychological harm that is normally encountered in the daily lives or in the routine medical, dental, or psychological 
examination of healthy persons. 
 
Note: If you plan to allow for the inclusion of data on subjects who are, or may become, prisoners, you must follow the VCU 
IRB Prisoner-Subject Guidance and include the VCU IRB Prisoner-Subject Form with your submission.  The guidance and 
form are available at http://www.research.vcu.edu/forms/vcuirb.htm 
 
 
Subject Enrollment Plan: 
 
Anticipated # of subjects (if this is a multi-center project, list only subjects under this IRB approval): 71 
Is this a Multi-Center Project?  Yes  No 
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If Yes, please provide: 
(1) # of sites:       (2) # of subjects across all sites:       
 
 
Consent Documentation: (Mark the type of consent process/documentation planned): 
 
  Since this project is being submitted for Exempt Review, it does not include informed consent/assent documents. 
 
 Standard Consent Form: A copy of the proposed consent form(s) is attached to this submission. 
 
  Consent Form for Prisoner Subjects: A copy of the proposed consent form for prisoners is attached to this 
submission. 
 
 Waiver of Some or All Elements of Consent or Parental Permission: Note: Waiver is not allowed for FDA-
regulated research unless it meets FDA requirements for Waiver of Consent for Emergency Research (see below). 
A request is being made to waive the requirement to obtain prospective informed consent from subjects or 
permission from parents. Your research synopsis should explain why: (1) the research involves no more than 
minimal risk to the subjects, (2) the waiver or alteration will not adversely affect the rights and welfare of the 
subjects, (3) the research could not practicably be carried out without the waiver or alteration; and (4) whether or 
not subjects will be debriefed after their participation.  Guidance is available at 
http://www.research.vcu.edu/irb/wpp/flash/XI-1.htm. 
  
  Waiver of Documentation of Consent, Parental Permission:    
A request is being made to waive documentation of consent.  The IRB may waive this requirement if it finds either: 
(1) that the only record linking the subject and the research would be the consent document and the principal risk 
would be potential harm resulting from a breach of confidentiality. Subjects will be asked whether they want 
documentation linking them with the research, and each subject’s wishes will govern; or (2) that the research 
presents no more than minimal risk of harm to subjects and involves no procedures for which written consent is 
normally required outside of the research context. Your research synopsis should include a justification for waiver 
based on one of these two elements and include a description of the information that will be provided to 
participants.  If you are proposing to use a verbal consent statement, the proposed consent script should be attached 
to this submission.  Guidance is available at http://www.research.vcu.edu/irb/wpp/flash/XI-2.htm  
 
  Assent Form: A copy of the assent form for children or decisionally-impaired persons is attached to this 
submission.  Guidance is available at http://www.research.vcu.edu/irb/wpp/flash/XV-2.htm. and 
http://www.research.vcu.edu/irb/wpp/flash/XVII-7.htm. 
 
  Waiver of Assent: A request is being made to waive the requirement to obtain prospective assent from children age 
7 or higher, or decisionally-impaired persons. Your research synopsis should explain (1) why some or all of the 
individuals  age 7 or higher, or decisionally-impaired will not be capable of providing assent based on their 
developmental status or impact of illness; (2) the research holds out a prospect of direct benefit not available 
outside of the research; and/or (3) [a] the research involves no more than minimal risk to the subjects, [b] the 
waiver or alteration will not adversely affect the rights and welfare of the subjects, [c] the research could not 
practicably be carried out without the waiver or alteration; and [d] whether or not subjects will be debriefed after 
their participation.  Guidance is available at http://www.research.vcu.edu/irb/wpp/flash/XV-2.htm. 
 
 Waiver of Consent for Emergency Research:  Guidance is available at 
http://www.research.vcu.edu/irb/wpp/flash/XVII-16.htm. 
 
Section 9: VCU Research Plan 
 
You must use the VCU Research Plan Template that can be found at http://www.research.vcu.edu/forms/vcuirb.htm, 
Use of this template is required to provide your VCU Research Plan to the IRB. Your responses should be written in terms 
for the non-scientist to understand.  If a detailed research protocol (e.g., sponsor’s protocol) exists, you may reference that 
protocol.  Note: If that protocol does not address all of the issues outlined in each Section Heading, you must address 
the remaining issues in this Plan.  It is NOT acceptable to reference a research funding proposal.       
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Section 10: Submission Checklist 
 
The following elements are reminders of steps and documentation that must be included with your submission 
packet. Note:  If required documents are missing and multi-page documents are not individually stapled or clipped, 
your review may be delayed. 
 
This checklist must be included as the last page of the IRB Initial Review Submission Form 
If not applicable, indicate “N/A.” 
 
 1 1. vcu irb Initial Review Submission Form  
 
 1 
 
 
 
 
 2 
2. VCU Research Plan   
Required with all submissions and must follow the template and include version number or date, and page 
numbers [see Section 9 of this form]. Review of your protocol will be delayed if the template is not followed. 
Note: A research funding proposal cannot substitute for the VCU Research Plan 
 
3. Measures (e.g., surveys, questionnaires, instruments, appendices)  
Measures must include title, version number or date, and page numbers 
 
     4. Sponsor’s Protocol  
If a sponsor’s protocol exists, it must be submitted with the VCU Research Synopsis.  
Note: A research funding proposal is not considered a Sponsor’s protocol 
 
  1 5. Advertisements/Subject Recruitment Materials  
If approval is sought for advertisement/subject recruitment materials at this time.  Materials must include 
version number or date 
 
  1 6. Informed Consent/Assent Document(s)  
Informed consent document(s) should follow a version of the VCU IRB Consent Template and must include 
version number or date, and page numbers 
 
     7.  VCU IRB Children-subject Form  
 
     8.  VCU IRB pregnant women, fetuses, and neonates-subject Form  
 
     9.  VCU IRB Prisoner-Subject Form  
 
     10.  FDA Form 1572  
If investigational drugs are involved in the research 
 
     11.  Investigational drug pharmacy plan  
If a drug or biologic agent/drug will be used in the research and IDS will not be used, confirmation from IDS 
that a plan has been received is required with this submission [see SECTION 7(4) of this form] 
 
     12.  IND or IDE Application  
If a drug or device is used in the project and IND or IDE is held by the investigator [see Section 7(2) or 7(5) of 
this form] 
 
     13.  Investigator’s Brochure  
If a drug or device is used in the project and the IND or IDE is held by the sponsor [see Section 7(2) or 7(5) of 
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this form] 
 
     14. Documentation Regarding Level of Risk (when evaluating a device) 
If an investigational medical device or a new use for marketed medical device is being evaluated [see Section 
7(5) or 7(6) of this form] 
 
     15.  Radiation Safety Committee Approval If required [see Section 7(7) of this form] 
 
     16.  Institutional BioSafety Committee Review If required [see Section 7(8) of this form] 
 
     17.  Massey Cancer Center Protocol Review and Monitoring System Approval  
If required, [see Section 7(10) of this form] 
 
     18.  copy of hipaa compliance form submitted to the department of compliance services  
If required, [see Section 7(14) of this form] 
  
 1 19.  Conflict of Interest Disclosure Statement  
This form and explanatory supplement (if applicable) is required for the PI and all others who have 
responsibility for the design, conduct, or reporting of the research. 
 
     20.  Research funding Proposal  
If required [see Section 5 of this form] The enter proposal (exclusive of appendices) and VCU Office of 
Sponsored Programs (OSP) Internal Approval Form must be included.   
 
 6 
 
 
 
 
 3 
 
21.  Principal Investigator CV (not to exceed 5-6 pages) or a Biosketch (2-3 pages)  
If submitting a biosketch, the NIH biosketch form (398) must be used. The biosketch form is available at 
http://grants.nih.gov/grants/funding/phs398/biosketch.pdf. Additional instructions are available at 
http://grants1.nih.gov/grants/funding/phs398/phs398.html.  
 
22. CV of Doctoral Student, Postdoctoral Scholar, Fellow, or Resident (not to exceed 5-6 pages) or a 
Biosketch (2-3 pages)  
If submitting a biosketch, the NIH biosketch form (398) must be used. The biosketch form is available at 
http://grants.nih.gov/grants/funding/phs398/biosketch.pdf. Additional instructions are available at 
http://grants1.nih.gov/grants/funding/phs398/phs398.html.  
 
     23. Medically Responsible Investigator CV (not to exceed 5-6 pages) or a Biosketch (2-3 pages)  
If submitting a biosketch, the NIH biosketch form (398) must be used. The biosketch form is available 
at http://grants.nih.gov/grants/funding/phs398/biosketch.pdf. Additional instructions are available at 
http://grants1.nih.gov/grants/funding/phs398/phs398.html.  
 
 24. Other:       
 
In addition, please ensure the following: 
 
  All key project personnel, including the principal investigator, sub/co-investigators, project coordinators, and 
students have completed VCU required training on human subjects protection. The exam can be accessed 
from the following website http://www.research.vcu.edu/irb/education.htm 
 
  Principal Investigator, Trainee or Student (if applicable) and Department/Division Chairperson or Dean have 
signed the appropriate Statements of Compliance [see Section 6 of this form] 
 
  The review type requested [see Section 3 of this form] has been checked 
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Number of Copies Required 
 
Note:  If required documents are missing, multi-page documents are not individually stapled or clipped, or the 
documents are not provided in the order noted below, your review may be delayed. 
 
I.  If review type requested is Expedited, submit (4) Collated Sets containing the following documents in the order noted.   
 
1) VCU IRB Initial Review Submission Form 
2) VCU Research Plan 
3) Sponsor’s Protocol (if applicable) 
4) Advertisements/Subject Recruitment Materials (if applicable) 
5) Informed Consent/Assent Documents(s) (if applicable) (Note: If this is a DHHS protocol, you must include the 
         DHHS-approved consent/assent documents) 
6) VCU IRB Children-Subject Form (if applicable) 
7) VCU IRB Pregnant Women, Fetuses, Neonates-Subject Form (if applicable) 
8) VCU IRB Prisoner-Subject Form (if applicable) 
9) Confirmation of receipt of management plan from Investigational Drug Pharmacy (if applicable) 
10) FDA Form 1572 (if applicable) 
11) IND or IDE Application (if applicable) 
12) Investigator’s Brochure (if applicable) 
13) Radiation Safety Committee Approval Letter (if applicable) 
14) Massey Cancer Center Protocol Review and Monitoring System Approval Letter (if applicable) 
15) Conflict of Interest Disclosure Statement (s) and supplement(s) if applicable 
16) Research Funding Proposal (if applicable) 
17) Principal Investigator CV or Biosketch 
18) CV of Doctoral Student, Postdoctoral Scholar, Fellow, or Resident (if applicable) 
 
II.  If review type requested is Full Board, submit (20) Sets in Total as follows.   
 
  A)  Submit (20) Collated Sets containing the following documents in the order noted: 
 
1) VCU IRB Initial Review Submission Form 
2) VCU Research Plan 
3) Sponsor’s Protocol (if applicable) 
4) Advertisements/Subject Recruitment Materials (if applicable) 
5) Informed Consent/Assent Document(s) (if applicable) (Note: If this is a DHHS protocol, you must include the 
       DHHS-approved consent/assent documents) 
6) VCU IRB Children-Subject Form (if applicable) 
7) VCU IRB Pregnant Women, Fetuses, Neonates-Subject Form (if applicable) 
8) VCU IRB Prisoner-Subject Form (if applicable) 
9) Conflict of Interest Disclosure Statement. Submit 20 copies of the Conflict of Interest Disclosure Statement and Disclosure 
Supplement Form(s) if any of the investigators answered yes to one of the questions. Otherwise, submit only 4 copies. 
 
AND 
  
 B) In addition, (4) of the 20 Collated Sets must containing the following documents: 
 
1) Principal Investigator CV or Biosketch 
2) FDA Form 1572 (if applicable) 
3) IND or IDE Application (if applicable) 
4) Investigator’s Brochure (if applicable) 
5) Documentation of Level of Risk (if applicable) 
6) Radiation Safety Committee Approval Letter (if applicable) 
7) Massey Cancer Center Protocol Review and Monitoring System Approval Letter (if applicable) 
8) Confirmation of receipt of management plan from Investigational Drug Pharmacy (if applicable) 
9) Research Funding Proposal (if applicable) 
10) Medically Responsible Investigator CV or Biosketch (if applicable) 
11) CV of Doctoral Student, Postdoctoral Scholar, Fellow, or Resident (if applicable) 
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Najmah Thomas 
1501 Westover Avenue  
Petersburg, VA 23805 
Phone: 804-732-1694     Cell: 804-931-3800 
Email: LearningCoach@najmahthomas.com 
 
 
CURRICULUM VITAE 
 
Education: 
Virginia Commonwealth University, Richmond, VA 
Ph.D., Public Policy & Administration (05/2011) 
Concentration: Urban Policy  
Dissertation: Making It Work: Credential and Employment Outcomes for Out-of-School 
Youth in Central Virginia 
Chair: Dr. Susan T. Gooden 
 
University of Phoenix, Arizona 
M.A., Education, 2005 
Concentration: Adult Education & Distance Learning 
 
College of William and Mary, Williamsburg, VA 
B.A., Public Policy, 2003 
 
 
Professional Experience: 
 
Workforce Data Quality Initiative Grant Manager, 2011 - current 
Virginia Community College System 
Areas: Research and Evaluation; System Performance Management; Technical Assistance 
 
Director of Capacity Building, 2007 - 2011 
The Cameron Foundation 
Areas: Community and Economic Development; Nonprofit Capacity Building; Strategic 
Planning 
 
Deputy Director, 2005 - 2007 
Crater Regional Workforce Investment Board 
Areas: Policy; Budget; Contract Management; Public Administration 
 
Program Coordinator, 2000 - 2005 
Crater Regional Workforce Investment Board 
Areas: Program Implementation and Monitoring; Development 
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Teaching Experience: 
 
Adjunct Faculty, 2011 
Virginia Commonwealth University 
Government & Public Affairs 
Course: Nonprofit Ethics, Law & Governance (POLI 372) 
 
 
Presentations: 
 
(2011) Collaborating to Re-connect Disconnected Youth: Nonprofit Organizations and 
Government Agencies Implementing the Workforce Investment Act 
American Society for Public Administration – Hampton Roads Chapter 
Annual Symposium, Hampton, VA 
 
(2010) Foundation Perspective 
Virginia Association of Fundraising Executives, Richmond, VA 
 
(2009; 2010) Foundation Fundamentals 
National Healthy Start Association, Baltimore, MD; Washington, DC 
Grace E. Harris Leadership Institute: Minority Political Leadership Institute – Richmond, VA 
 
(2008) Public Administration and Nonprofit Collaboration Essentials 
Higher Ground Leadership Institute, Richmond, VA 
 
(2006) Performance Measures & Outcomes 
Workforce Investment Act Youth Program Providers Conference, Roanoke, VA 
 
(2005) Assessment and Service Delivery for Federal Employment Programs 
Regional Youth Program Providers Workgroup, Petersburg, VA 
 
 
Publication: 
 
Gooden, Susan, Kasey Martin and Najmah Thomas (2007). African American Women and 
Poverty: Undeserving for Over a Century.  Journal of the Center for Research on African 
American Women, Vol. 2, No. 1, 48 - 55. 
 
 
Professional Affiliations: 
 
American Society for Public Administration 
Association for Research on Nonprofit Organizations and Voluntary Action 
Grantmakers for Effective Organizations 
National Association of Schools of Public Affairs and Administration 
Southeastern Council on Foundations 
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Grants: 
 
Foundation Grant (3-year grant for research and development, 2006), $250,000 
 
Virginia Department of Health and Human Services (Nonprofit Project Grant, 2005), 
$25,000 
 
 
Awards and Honors: 
 
Southeastern Council on Foundations Hull Fellow, 2009 
Petersburg City Council Commendation, 2007 
National Youth Employment Coalition - New Leaders Academy Representative, 2003 & 
2004 
South Central (VA) Private Industry Council Commendation, 2000 
 
 
Service to the Community: 
 
Troop Leader (2008 – current) 
Girl Scouts of the Commonwealth of Virginia 
 
Annual Meeting Planning Committee Member (2009-2010) 
Southeastern Council on Foundations, Atlanta, Georgia 
 
Tenure and Promotion Committee Member (2008) 
Virginia Commonwealth University, Richmond, Virginia 
 
Site Coordinator (2004-2007) 
Greater Petersburg Area Coalition, Petersburg, VA 
 
Conference Coordinator; Workshop Facilitator (2004 – 2010) 
Central Virginia Youth Leadership Summit, Virginia State University, Petersburg, Virginia 
 
Plan Development Leader (2003; 2004) 
Governor’s Summer Youth Institute, Radford University, Radford, Virginia 
